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ABSTRACT
SUDANESE REFUGEE WOMEN BECOMING ACTIVISTS:
THE ROLE OF POPULAR EDUCATION
SEPTEMBER 2003
MAGDA M.A. AHMED, BSC, AGRICULTURE PRODUCTION, CAIRO
UNIVERSITY
MSC, AGRICULTURE ECONOMICS, UNIVERSITY OF KHARTOUM, SUDAN
EDD, UNIVERSITY OF MASSACHUSETTS AMHERST
Directed by: Professor Robert Miltz
Due to the disruption of refugee women’s lives before, during, and after flight,
they take on new roles and responsibilities that raise the need for refugee women to
acquire new skills and tools with which to handle their new life. The conventional
approach is to look at a refugee as a problem and a deficit desperately in need of services
rather than looking at refugees as having agency, motivated, strong, and able to solve
their own problems. This has resulted in programs that are not intended to empower
refugee women but rather to provide for them
The main purpose of this research was to understand Sudanese refugee women's
activist experiences within their communities in order to explore and analyze the
possibilities of using Popular Education methods and philosophies in the context of
refugee women's lives. A second related purpose was to inquire into the extent to which
Sudanese refugee women activists were themselves adapting and using Popular
Education methods in their daily struggles. My assumption was that none of these
activists were familiar enough with Popular Education techniques to utilize them in their
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everyday work and reduce the burden of being frustrated and burned out as a result. I
assumed that if you provide services plus activism you get reform within the existing
system and there is no radical change: but ifyou provide Popular Education and activism
you get radical change because you build awareness and you sustain empowerment.
As a result of this research the author found that refugee women in general and
activists in particular need more than support for their basic livelihood needs. They
require skills development and educational interventions that help them to be participants
in the decision-making process involved in what, how and where programs should to be
developed. There is a strong need for an educational intervention that develops awareness
and promotes change by refugee women themselves.
The Sudanese refugee women activists in this study lacked the knowledge and the
tools to implement Popular Education methodologies. All the activists in this study had
some experience with non-formal educational pedagogy, but all ofthem lacked specific
training that would enable them to use Popular Education approaches in their daily
struggles. There is a great need to develop programs that adapt Popular Education
philosophies and methods so that the claim of empowering refugee women becomes
reality.
Qualitative research methods were used including intensive one-on-one
interviews and a focus group was conducted to explore and understand the life histories
of Sudanese refugee women activists who live and work within their communities in
Cairo Egypt and in the United States.
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CHAPTER 1
SUDANESE WOMEN BECOMING ACTIVISTS
Introduction
Sudanese refugee women are often subject to the same types of human abuses as
are men. Such abuses include political persecution, religious persecution, and ethnic
persecution. They are also subject to torture. In addition, they are increasingly the targets
of abuse based on their gender. Such abuses include rape, forced marriages, female
genital mutilation, sexual slavery, forced abortions, honor killings, and forced prostitution
(Women's Commission for Refugee Women and Children, 2001, p. 34)
An uprooted female, meaning being moved out willingly or by force from one’s
familiar habitat, loses all traditional support systems and adds a new risk factor to those
already mentioned above. The uprooting creates a new environment that introduces
challenges to refugee and immigrant communities to protect these females and for the
staffworking with them to be aware of these dangerous risks. Despite the fact that all
refugees need protection from different security problems, women in general, and refugee
and immigrant women in particular, routinely experience different forms of violence, in
most cases supported by the culture.
Refugee and immigrant women need special attention because the new
environment of uprooting creates a dangerous setting not only for sexually mature
women but also, in some cases, for young girls who have not yet sexually matured. There
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are other gender specific vulnerabilities that refUgee women face, such as malnutrition
during pregnancy, complications during childbirth, prostitution, and sexual violence. The
new situation and new environment requires an exploration into alternative ways to get
the refugee, the immigrant population in general and the female population specifically,
active and involved in the development of solutions.
The Topic
When I came to the United States, I felt a great need to remain involved in my
activist activities, believing that would help me to balance and heal my feelings of loss. I
tried to gather together Sudanese women whom I knew from back home. These were
women I worked with in the Sudanese Women’ s Union. One idea was to join the
opposition groups working in the United States, but all ofmy efforts were not successful.
I wanted to do research in which I would be a full participant in the process, but also
work as a researcher and facilitate the process. My plan was to apply problem posing and
collective leadership approaches and participatory research methods to my project. I
planned to document the learning that happened during the beginning stages, and to
document whether or not the theories could be used with refugees in the context of their
experiences in Egypt or in the United States. When this idea did not work out due to
resource constraints, my attention shifted to the study of Sudanese refugee women
activists’ life stories to understand why, what, and how they became who they are at this
point in time, what factors helped them to continue their involvement, and what
challenges they face. When looking into the refugee activists’ lives. Popular Education
theories and principles were linked with the refugee activists' experiences. My research in
Popular Education was more theoretical in nature with a focus on the principles and
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potential of Popular Education as a tool for social change among the Sudanese refugee
women activists, and whether they then could use Popular Education with the refugee
women in their communities to become actively involved.
The choice of this topic came as a need for me to understand and find a place
where I could link with others and identify as my own. It is important for me to work in
areas that represent my values. Being active is crucial to my survival and is essential in
order to keep my identity and feeling that life has purpose, that the loss is not complete,
and that I still have the ability to participate with my fellow Sudanese in what is
happening in my home country, and how we can face our new lives in exile. In the
process of living the loss of social status and the emotional stress that my friends and
myself experienced due to the exile, I came to confirm my beliefs and concluded over
time that women’s activism is the only way out to freedom and liberation.
The education provided therefore, must encourage the development of three
things: a critical mind; an ability to learn from and/or with others; and, respect and value
of each others knowledge. Hinzen and Hundsdorfer (1982) state:
An enquiring mind, an ability to learn from what others do, and reject or adapt it
to his [sic] own needs; and a basic confidence in his [sic] own position as a free
and equal member of the society, who values others and is valued by them for
what he [sic] does and not for what he [sic] obtains, (p. 21)
Non-formal educational programs designed to develop the skills ofwomen have the
tendency to address women’s basic needs instead of empowering them, especially with
decreasing economic resources in most underdeveloped countries and the increasing
demand for basic survival needs. When the policy makers are trying to keep these women
alive it is even more difficult to look at programs that would focus on women’s liberation
and emancipation. The struggle to balance the practical needs and the strategic needs of
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women is at times impossible. This was a problem when I was working with the
Sudanese Women’s Union in the national literacy campaign. The female farmers were not
interested in coming to the literacy classes at all and, when discussing the matter with
them, they said that this was wasting their time, we do not need to read and write, what
we need is money to help us go on with our lives To learn how to read and write was the
government s agenda, and it was our focus as women leaders because we felt education
was the solution for their problem. Later on, the Union started a consumer cooperative at
the request of the women members in order to help lighten the burden of daily living by
avoiding the middleman in the process of buying vegetables and other goods. Literacy
classes by the Union were linked to the cooperative, which worked well with the national
campaign.
For non-formal education to support social change, LaBelle (1976) identifies five
strategic principles:
1
. Understanding the needs of client populations;
2. Involving clients in their own learning;
3. Facilitating the transfer and application ofnew behaviors to the environment;
4. Establishing linkages between the program and the components in the wider
systems; and,
5. Attending to incentives both internal and external to the program (p. 196).
Another example to emphasize this point is what LaBelle (1976) cites on the basis of
studying seventy NFE programs in Latin America, concluding that most of the existing
programs are man [sic] oriented rather than system oriented in their approach to change.
In other words, these programs focus on changing the attitudes and behaviors of
individuals rather than on changing socio-economic structures and processes. LaBelle
highlights the importance of having NFE programs that contribute to social change. He
defined, social change as:
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Social change therefore, implies not only an alteration in man’s [sic] behavior andin the relationship between that behavior and a respective human and physical
environment, but also requires an alteration in societal rules and structures
enabling the new behavior and relationships to be established, (p. 188)
Thrasher's (1996) argument is that there is a need for education which she describes as:
Provides knowledge that enables people to shape their world rather than to simply
negotiate it. This type of education is viewed as: an internalizing ofnew
knowledge in a way so powerful as to demand action in order to transform reality.
It is a two way layered process that involves ‘naming’ the world and consequently
acting’ to change the world (p. 1 89)
In this study the theory and practice of Popular Education for social change in
relation to women in general and Sudanese refugee women specifically was analyzed.
How Popular Education principles could help Sudanese refugee women activists was
explored and the potential for their use was determined. I examined the Sudanese refugee
women activists experiences before and after they became refugees, listening to their
reflections on their life stories and their journey to date.
The primary findings of this study were:
1
. Sudanese refugee women activists who are involved in this study had
different levels of exposure to nonformal education and training.
2. All of the subjects are formally educated.
3. None of the subjects had the skill and knowledge to facilitate and
implement Popular Education approaches and methods.
4. The need to train these activists to utilize Popular Education methods and
approaches in their daily struggle.
5. The validity ofmy assumptions that: Activism + Services = Reform, no
real empowerment “No conscious rising, awareness dialogue”; Activism + Popular
Education = Radical Change; came from the frustration of the activists of why these
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women do not get it after all the years and work we have done. How come they could not
see that they are still oppressed.
Statement of the Problem
The traditional family structure of many refugees is upset. This fact is related to
disruptions before, during and after flight. Male figures, husbands, brothers, fathers and
sons who normally contribute to the family care and protection are often absent, fighting,
dead or looking for better jobs. Separated from family during the flight, a large number of
women find themselves single and heads of households. This new position requires these
women to handle new and extra responsibilities.
Because of this change of roles and new responsibilities, refugee women need
new skills and new tools to handle their new lives. Refugee and immigrant women need a
new vision and approach to their situation that will help them keep their sanity. Research
has shown that at this stage of refugee women’s lives, when they are ready for change,
intervention with new ways of education are potentially the best way to empower these
women (El Bushra, 1998; Green 1995). Green (1995) stated why new interventions are
needed and are very much likely to work with refugee women:
Most refugees migrate from a ‘developing’ country to a ‘developing’ country. A
comparison of global pattern of refugee migration and the pattern of female
illiteracy indicate a marked correspondence. Coupled with fact that most refugees
are female, the first factor is that the typical refugee will be a female with a
history of unequal access to education. The second factor is that during refugee
transition, which I define as the times of greatest cultural disruption in the refugee
experience, traditional norms are in flux. . In this environment of basic survival, a
woman performs roles shaped by necessity rather than the social norms of her
home culture, (p. vii)
This rationale as it elates to the change in women’s roles due to the uprooting
experience, is very true for immigrants as well as political asylees and other uprooted
people, with some degree of variation in these uprooted people’s backgrounds (education,
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class, migration experience) and the specific traumatic events they had to endure on their
journey to the new country. Usually refhgees and asylees experience more trauma.
In refugee transition women experience the migration process differently than
men. They need to take more control of their lives and learn how to solve their own
problems. As Espin (1999) argued, no matter if the move was voluntary or forced, this
life transition experience triggers anxieties and other emotional changes for everyone
who is involved. Due to the fact that women are usually not involved in the decisions
concerning where to relocate before the move, or even when the actual move is to occur,
women and men experience the process of immigration differently. Espin stated: “gender
is central to the lived experience of migration” (p. 20). In order for that change to happen
we need to have an education process that starts from where the learners are and uses
their experiences in the context of the learning sessions. When one begins from where the
participants are in the process, depending on their life experiences, you help these women
come to grips with what is happening and why this is happening to them in relation to the
larger context of the rest of world.
Popular Education’s main concept is believing in the participant’s abilities and
capacities in its process and recognizing them as active participants (actors) in their life
situations and that they are the agents who can change it (Freire, 1982, 1996, 1997;
Mayo, 1999; McLaren, 1994, 2000). This concept is a strong tool for social change and
the community of refugee women can be able, active participants (actors) and partners in
this change. There is a strong need for an educational intervention that develops
awareness and promotes change by the refugee and immigrant women themselves. It is
very important that agencies and their staffwho are working with refugee and immigrant
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women believe in this approach, and be trained to design and facilitate different activities
that promote Popular Education principles.
The action/reflection/action cycle of Popular Education (praxis) is the key to the
whole emancipation process involved in Popular Education (Boggs, 1976, 1984; Cohen
1998; Germino, 1990). This process is a strong tool which can help refugee women in the
learning activity make sense of their involvement and to reason why they need to keep
active. If change and empowerment are to be sustained and refugee women’s active role
and participation continue after the current situation is over and they return to their
country or if they stay in their new country, Popular Education is the appropriate
approach to be used to empower and develop the refugee women’s skills and help them
be actively involved in running their own lives. A major question always asked is, how
can you think about empowerment when people are in crisis situations, when staff is
trying to keep refugees alive and cannot be bothered by such impractical concerns? Can
such approaches as Popular Education be used in crisis situations? The answer is, yes. El
Bushra (1998) argued that in crisis situations, or as she stated “complex emergencies”,
there are changes in gender relations that are sparked by the crisis situations, which not
only increase women’s work but the traditionally assigned gender roles for both sexes in
the home country become less rigid in the new country.
It is not just that women’s roles change in the new situations, but they are able to
develop and learn new skills while under crisis situations, (p. 4)
Another study by the Women’s Commission for Refugees and Children came to
the same conclusion, that despite the crisis women were able to grow and flourish and
were taking on new roles and acquiring new skills.
We learned that despite the terror, high level of trauma and economic hardship,
the refugee years brought positive experiences to many of the Salvadorian and
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Guatemalan women.
.
.
[They were] transformed and empowered by the crucible
o war and exile. They assumed leadership roles, learned new skills, educated
themselves and their children, and kept their daughters in school and became
politically aware. (Yudelman, 1999)
Coming from this stance, women’s activism is a major concern to me but also is
the way to go for any radical change. Trying to get a better understanding of what
activism means to refugee and immigrant women was the main reason for this study.
My study finds that if you have services and activism there will be an
improvement in the life conditions of refugee women, but there is no radical change in
their lives that will lead to empowerment. If you have Popular Education principles
implemented, plus activism, you get radical change and our claim of real empowerment
could be sustained.
Popular Education + Activism - Radical Change
Services + Activism = Improvements/ Reform
Purpose of the Study
This dissertation explored through in-depth interviews, a focus group, and
participant observation, the meanings and definitions of activism for the Sudanese
women refugees who lived and worked within their communities in Cairo. The questions
this research explored were:
What does activism mean to immigrant and refugee women?
Do they consider their involvement with their community activism work?
What are the reasons for their involvement?
What are the factors that helped or hindered their involvement?
Are there any relationships between their culture and their involvement and
how they define activism and leadership?
What do activism and leadership mean to them?
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The possibilities of using Popular Education with refugee women and by reiugee
women activists was explored. Searching through the literature there was no application
of Popular Education with refugees or by refugees, working for transformation and
empowerment of refugee women. Some patterns that open new ways and can be used as a
roadmap for refugee activists were found.
In the field of refugee education and/or training, considering empowerment or
application of liberating approaches while under crisis is not on the forefront for many
people involved with refugee women nor for the refbgee women activists themselves. By
asking these questions and trying to find answers for them, that together we might
develop some options for change.
In order to link the above two areas, a different set of literature would have to be
explored such as. Popular Education and non-formal education theories, comparing
feminist critical views to Popular Education, women of color and Third World feminist’s
views, and women’s activism. Also literature and background information about the
Sudanese women activist s work, and information about the Sudanese refugee women’s
situation in Cairo was needed to understand the context of these women’s lives.
Significance of Study
This study addresses several different levels. The first is for all activists who work
with refugee woman and for the refugee women themselves. Gaining a better
understanding of what keeps refugee women activists motivated to continue their work
and involvement with their communities was primary to this study. Understanding this
motivation will help refugee women activists to keep up with their work and keep their
hope up that as refugee women, and as activists their voices will be heard. This
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understanding will help these women focus their energy on ways to overcome the
challenges they are facing and to continue with their commitment. Also they may be able
to respond to questions such as: Is what we were doing all these years really helping to
empower the women we are working with, or are we just helping to keep them captured
in the status quo?
This study has potential impact for international and local organizations that are
working with refugee women in different countries and with Sudanese refugee women
living in Egypt. The findings of this study will help policy makers and staff working with
this group to better plan their activities in order to draw more participation, but also to
deal with the refugee women activists as major partners.
This study will be of valuable significance for the Popular Education field
because there are very few applications and/or theorizing of the possibilities,
implications, and applications of Popular Education theories and principles by refugee
women activists and with refugee women.
Who is a Refugee?
The primary international instrument of refugee law is a 45-year-old treaty whose
only protocol came into effect nearly three decades ago. The language used is male
oriented. It has no mention of women, except for the new amendments added recently in
regard to women’s rights and women’s reproductive health. The word ‘she’ and/or ‘her’
is added by the author in these definitions. Since the United Nations Convention for
Immigrants and Refugees in 1951, which was formed after the second World War, the
refugee movement shifted. In recent years, the primary causes for mass flight have been
civil wars and ethnic, tribal and religious violence. Other reasons like genital mutilation
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for women, refusal to comply with social mores (women) and homosexuality, have been
recently considered in some countries as a reason for asylum
A person is a refugee whether or not a legal eligibility procedure recognized that
status. A refugee must be a civilian. A person who continues to pursue armed struggle
and actions against his/her country of origin from other country cannot be considered a
refugee. The United Nations High Commission for Refugees (UNHCR) Handbook on
Procedures and Criteria for Determining Refugee Status is considered an authoritative
interpretation of the 1951 Convention by many states. According to the 1951 Convention
Relating to the Status of Refugees, the definition of a refugee is:
A refugee is a person who owing to a well-founded fear of being persecuted for
reasons of race, religion, nationality, membership in a particular social group, or
political opinion, is outside the country of his/her nationality, and is unable to or,
owing to such fear, is unwilling to avail him/herself of the protection of that
country, (p 16)
For the purpose of determining the legal standing and the rights and benefits of refugees,
governments establish status-determination procedures in accordance with their own
legal system.
The fact that persecution on the basis of sex is not explicitly included within the
universal refugee definition does not necessarily lead to the conclusion that a woman
should be denied refugee status. For example, “women who fear genital mutilation
(FGM) in their countries do have a real claim to refugee status” (FGM is recognized as a
reason for asylum in the USA, Canada and France). Unfortunately, this interpretation has
not been universally recognized.
Obviously, women may be persecuted for political, ethnic or religious reasons; on
the basis of their race; or for their membership in many kinds of social groups. In
addition, UNHCR considers someone who is fleeing severe discrimination or other
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inhumane treatment amounting to persecution for her failure to conform to strict social
codes does have grounds for being considered for refugee status.
There are other categories of migrants that do not come under the UNHCR
definition for refugee status such as. Internally Displaced People (IDP). These people
were forced to leave their homes for different reasons, many of the same reasons as
refugees (war, famine
...etc.), but they do not cross an international border. This group
does not have UN protection. There is also Temporary Protection Status (TPS). This
status has been proposed to meet emergency refugee influxes in many nations in Europe
and elsewhere. It is an interim form of protection; through its use governments can
initially avoid having to deal with individual screening of people displaced by civil wars
and other forms of generalized violence. People rescued at sea are another group. The
established practice for dealing with those rescued at sea is that they are required to
disembark at the next port of call, where they should always be admitted, at least on a
temporary basis, pending resettlement they can claim asylum. Examples are: the exodus
of Vietnamese boat people and the 1994 Somali case (UNHCR, 2001).
The refugee experience can be divided into three phases. First, the pre-migratory
period, which is the phase in the native country before the situation gets to the point
where the natives decide to leave because conditions are dangerous. This phase
represents the time when the homeland situation is recognized to be unbearable and the
decision to escape is made. Second, the transition phase, which is the first country border
that refugees cross, or what is called the first country of asylum. Third, the resettlement
phase, which is the country where refugees resettle. It could be a third country or
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sometimes it is the first country. For more information about World Wide refugees please
refer to Appendixes A, B and C.
Background Information
Sudan
Sudan is the biggest country in Africa with a total area of two and half square
kilometers sharing borders with nine countries (Appendix D). Sudan land scale is mostly
plain, the Red Sea Mountains to the east, and the Nuba Mountains to the far west and
another chain of mountains to the south. The climate is diverse, from rare/occasional
rains in the north to heavy rains lasting six to nine months to the south. The plantation
follows the rains patterns respectably. Total population of the Sudan is 21.2 million in the
north with a ratio of 101 males to 100 females and 4.3 million in the south with a ratio of
109 males to 100 females. Approximately ten percent of the total population, 2.9 million
people, lives in the capital of Sudan (Omdurman, Khartoum, and Khartoum North). The
literacy rate averages 52.3% for both sexes in the north with 68. 1% males and 41.8%
females, and 51.4% for both sexes in the south with 62.6% males to 39.5% females. The
economically active population is 48.5% in the north and 47.2% in the south. Sudan has a
diverse population with different languages, religions, and ethnicities. The official
government language is Arabic in the north and English in the south (Sudan Census,
1993).
Sudan is considered a principle source of refugees, 440.000 in the year
2001 (Appendix E), but Sudan also hosted nearly 310,000 refugees, the majority from
Eritrea, approximately 5,000 from Uganda, and 12,000 from Ethiopia.
14
Sudan’s long civil war has resulted in 2 million dead and 4.4 million Sudanese
uprooted, including 4 million internally displaced (US Committee, Web site 2003).
Sudanese refugees live in eight countries; an estimated 18,000 live in Egypt. The reasons
for the civil war in Sudan are complicated and far from the simplistic explanation of
Northern Muslim Arabs against the Black non-Muslims in the South, as Dr. Suliman
(1999) argues. There are many factors involved in creating the violent conflict in Sudan
and other African countries, such as ecological, political, and economic. Without the
understanding and comprehension of all these factors a solution for resolving this long
bloody war that began in 1955 and accelerated in 1983 will not be seen in the near future.
It argues that violent conflict is usually the outcome of interconnected, political,
economic and ecological processes that take place in a given historical, cultural
and spiritual matrix, (p. 31)
Egypt
Egypt hosted approximately 75,000 refugees and asylum seekers at the end of
2001. The composition of these refugees is 50,000 Palestinian, about 18,000 Sudanese,
4,000 Somalis, and the remainder from other countries. Due to the absence ofDomestic
Refugee Status Determination in Egypt and the fact that Sudanese were permitted to stay
without permits in the country, made the numbers of refugees in Egypt questionable.
Since Egypt has allowed the UNHCR to determine who is a refugee more than 20,000
Determination of Status cases were pending at year’s end and more than 1,000 families
seeking asylum are contacting UNHCR every month. According to different estimates
more than three million Sudanese refugees lived in Egypt in the year 2001. It is difficult
to say how many of the three million Sudanese resided in Egypt due to fear of
persecution or for economic or/and other reasons.
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Sudanese refugee living conditions in Egypt are difficult despite the fact that they
are permitted to work legally in the country since the year 2001; most of these refugees
work in poorly paid jobs and are restricted from government subsidized health care,
education and housing and are forced to pay more for these services than Egyptian
citizens, which makes local integration difficult (US Committee for Refugee, Web site
2003 ).
Organization of the Dissertation
This dissertation is organized in six different chapters. This first chapter
described and explained the basis ofmy choices, the reasons this topic was selected, the
purpose of this dissertation, and why it is important for me and for others to conduct this
research. Defined in this chapter are the terms used by the international organizations
regarding refugees and the Sudanese refugee situations in Sudan and Egypt. Chapter two
is a review of the theoretical framework which highlights the philosophical foundation
from where my critical stand and belief systems have developed. It also reflects my
analysis of these theories and how the field of Popular Education has evolved. Chapter
three is a review the feminist critique of the Popular Education philosophers and
discusses the gaps needing more attention in order to align these theories with women’s
needs. Also special attention is given to the Black and Third World feminists and their
opinions on these theories in general. Chapter four deals with the design of the study and
describes the methodology used to obtain the data, the interviews, focus group, and the
selection of the site and the participants in the study. The methods of data management
and statistics analysis used to facilitate the learning process that all the participants in this
study went through in order to develop and create the different themes that evolved
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during this learning experience. Chapter five describes these women activist’s histories,
the roots of their activism and their perceptions of that activism. The roles of extended
family and the dual role of the male figure in these women activist’s lives and the impact
and the extent that role played in their awareness and contribution is defined. An
important space was given to exploring the impact of exile on these women refugee
activists; their isolation, identity, hardships, changing roles, and coping mechanisms they
developed to survive their living conditions in exile. Also discussed are the refugee
women activist’s definitions and visions of activism, and when they became aware of
their gender specifics. The conclusion of this chapter covered the impact of being active
and involved on these refugee women’s lives, challenges they are facing, and factors that
are helping them to continue. Chapter six is a brief history of Popular Education and its
development from non-formal education, a description of the educational experiences of
these refugee women activists who are participating in this study, reviews programs
provided to the refugee women by national and international organizations, and report the
findings, conclusions and recommendations.
Terms and Definitions
The following are words, terms, and phrases used in this dissertation. The
definitions will help the reader understand the meaning assigned to the terms used in this
dissertation.
Refugee: Person or persons who crossed international borders for different
reasons such as war, famine, oppression etc; and have the recognition of the United
Nation High Commission on Refugees.
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Asylee: Person who crossed international borders but still working to get Untied
Nations High Commission on Refugees recognition. Asylee always leave their home
country for the same reasons as refugees but need to individually prove their cases of fear
of persecution.
Internally Displaced Persons: Persons who leave their habitat within their own
country for the same reasons as refugees but do not cross any international borders.
Colonial Power: Countries that occupied other countries by force.
Developing and/or Third World countries: Refers to the countries that depend on
agriculture, less than 10% of its income is from manufactured products and is not part of
the Western countries or the former Soviet Union; also nowadays the term North versus
South overlap with these two terms to mean underdeveloped.
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CHAPTER 2
THEORETICAL FRAME WORK
Section A
From Non-formal Education to Popular Education
In this section a brief history of how Popular Education evolved from non-formal
education (NFE). I focus on the main insight ofNFE, highlight examples of education
programs provided for refugee women, and review the process used by the Sudanese
women activists to provide their services, their education philosophy and methods. In
order to accomplish this I reviewed the focus group conducted in Philadelphia in the
United States, and the two groups (Church organization [St. Fatima] and the service
training organization [SAWA] interviewed in Cairo Egypt.
History of NFE
The educational systems in different kinds of societies in the world have been,
and are, very different in organization and in content. They are different because
the societies providing the education are different, and because education,
whether it be formal or non- formal, has a purpose. The purpose is to transmit
from one generation to the next the accumulated wisdom and knowledge of the
society, and to prepare young people for their participation in its maintenance and
development. Formal education is intended to reinforce the social ethics and
values of a particular community, and to prepare the children and young people to
live in and to serve the society, and to transmit the knowledge, skills, values, and
attitudes of this society. (Nyerere, 1982
,
p. 17)
Non-formal education evolved as a result of criticism of formal education. Due to
the belief that formal educational schooling failed to do what it was supposed to do. NFE
embraces all learning experiences out of the regular school systems in order to meet adult
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and youth educational needs. It is very important to stress that adult education is not
simply the provision of elementary education (literacy, innumeracy and social skills). In
some countries, Sudan for example, Adult Education is seen to be synonymous with
remedial education for adults, especially literacy. Other forms of adult learning are not
included in Adult Education, for example, vocational training, health education, income
generating programs, agricultural extension and professional development. The president
of Tanzania, J. K. Nyerere said:
In adult education and development in Tanzania.
. .adult education is: learning
about anything at all that helps us to understand the environment we live in and
the manner in which we can use and change this environment in order to improve
ourselves. Education is not just something that happens in classrooms. It is
learning from others, and from our own experience of past success and failures.
Education is learning from books, from the radio, from films, from discussions
about matters that affect our lives, and especially from doing things, (cited in
Hinzen, 1982, p. 33)
Development of Popular Education
Non-formal educational practices which aim to challenge injustice and oppression
are variously called Community Education, Radical Adult Education, Education for
Change, People s Education, Libratory or Emancipatory Education, Transformative
Education, and Education for Empowerment. These names reflect different political
agendas and trends.
The term Popular Education in recent years has gained an international
recognition and dominance among community organizers and educators who have been
influenced and inspired by the work of the Brazilian educationalist Paulo Freire and the
educational work carried out in Latin American.
Popular Education started from the lens of class (Marx, Gramsci, & others) and is
based on Marx and Gramsci ’s (both communist philosophers) acknowledgement of the
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multi-layered social world, and their focus on “purposive human action” uniting theory
and practice in a way that demands passionate commitment to every day political
struggle, as Gramsci phrases it “bring theory to the streets”. Marx’s analysis of the
relationship between the superstructure (law, culture, value systems, education, research
institutes, and civil society, etc.) and the base should be understood dialectically. He
argues that the base (the economic system, modes of production) determines the forms of
the superstructure institutions such as education, law, culture, family, politics, values, etc.
According to this Marx argues that education is not neutral and under the capitalist
system education serves to maintain and protect the interests of the bourgeoisie class
In the social production of their life, men [sic] enter into definite relations that are
indispensable and independent of their will, relations of production which
correspond to a definite stage of development of their material productive forces.
The sum total of these relations of production constitutes the economic structure
of society, the real foundation, on which rises a legal and political superstructure
and to which correspond definite forms of social consciousness. (Marx, 1978, pp.
4 -5).
The roots of Popular Education lie in the liberation movements of the Third
World. Vio Grossi (1984) places its origins in the development discourse in Latin
America, and the ideological shift that occurred as the theory of “modernization” was
replaced by the dependency” theory of development. That focused on the deliberate
underdevelopment of Third World, or “periphery” by the developed colonial powers, “the
center” (pp. 303-314).
Martin Camoy (1974) influenced by “dependency” theory, tries to show how
education also contributes to maintaining dependent relationships between nations. He
attempts to bring nationality issues into critical pedagogy. Camoy argues that:
The main role of schooling is not only to allocate students to various roles in
capitalist economic and social structure but also to incorporate Third World
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people into the dependent social and economic structure in which they can bemore effectively exploited by advanced capitalist countries (p. 3)
Initially Popular Education philosophers believed that oppressed groups needed to
have education, which would build counter hegemony to what formal schooling does
under a capitalist system. The importance of this stand is the fact that the pattern of social
relationships fostered in the schools is hardly irrational or accidental. As argued by
Bowles and Gintis (1976) (two non-formal education theorists)
The structure of the educational experience is admirably suited to nurturing
attitudes and behavior consonant with participation in the labor force. Particularly
dramatic is the statistical verifiable congruence between the personality traits
conducive to proper work performance on the job and those are rewarded with
high grades in the classroom (p. 9).
In discussing the work ofBowles and Gintis (1976) they analyze how education
contributes to maintaining the capitalist system in modem society. Bowles and Gintis
argue that the main role of schools is to reproduce a work force that accepts, reinforces,
and reflects its class position and learns appropriate work discipline. In particular, they
explain the hidden curriculum theory and they show how young students internalize
capitalist values, mentality, and behavior, and as a result, how easily the students are
adopting and enforcing the hierarchy structured of the capitalist system (pp. 11-12),
Bowles and Gintis (1976) specify the function of schools as follows:
First schooling produces many of the technical and cognitive skills required for
adequate job performance, like mathematics, reading and writing.
. . etc. Second,
the educational system helps legitimate economic inequality. The objective and
meritocratic orientation of education reduces discontent over both the hierarchical
division of labor and the process through which individuals attain position in it.
Third, the school produces, rewards, and labels personal characteristics relevant to
the staffing of positions in the hierarchy. Fourth, the educational system, through
the pattern of status distinctions it fosters, reinforces the stratified consciousness
on which the fragmentation of subordinate economic classes is based, (pp. 129-
BO)
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Non Formal Education / Popular Education involve an inherently self-reflective,
reflexive and non-dogmatic approach, Walters and Manicom (1996) argue that the above
approach in Popular Education works to make space for the collective, participatory
production of knowledge and insight, and builds on what emerges from the experiences
of those actively participating (p. 2).
The richness of this approach lies in the thought and implicit analysis that has
gone into the design of the educational events or programs. The action reflection cycle
yields as it unfolds during the process more challenges and possibilities for the educator
and the learners at the same time. This process helps, all the participants engage in
deconstructing and constructing new knowledge. An example of this process was
working with Cambodian youth, at CIRCLE project. As the researcher doing
participatory research, my responsibilities included the development of the training
needs, program ideas and priorities through the use of this process. CIRCLE staff
designed activities that helped the youth identify what they wanted to do, how to do it,
and evaluated what happened during the process. Shirley and Manicom (1996) argue that
when gender is the focus, the educator (whether working with women only or mixed sex
groups) is engaged in the process of deconstructing and constructing gender.
Understanding how this happens is essential to feminist practice (p. 3).
Through the history ofNFE/ Popular Education development, there has been no
focus on women’s issues. Gender was not viewed as a topic in any of the NFE
philosophies. Rather non-formal education philosophers were talking about poor and
oppressed as ifwomen were included by default and if the problems of the oppressed
were solved, women's problems would be solved as a result.
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Defining Popular Education
In this dissertation I define Popular Education as:
Organized, systematic educational activities carried on outside
the framework of the formal schooling system. The goal of
these learning activities is to provide selected types of learning
to a particular sub-group in the population.
Education that is “ openly ideological” which means education
that resists the status quo and operates from a change agenda.
Education that is not neutral, but works on behalf of the
oppressed group in the society.
Education that is based on dialogue, where mutual learning is
an expectation, and power relationships are horizontal.
Education that is based on everyday experiences, and social
context as an avenue to critical consciousness.
Education that acknowledges the need for action, reflection,
analyzing and action in relation to the new knowledge acquired
through that process, to transform and change the existing
situation.
Education that uses participatory methodology, engaging
learners and teachers in a process of action/ reflection/ action.
Education that is learner centered.
Section B
The work of Antonio Gramsci, Paulo Freire, and Myles Horton were used because
of their implementation and application of Popular Education and my strong belief in the
approaches they were using and their relevance to social change and to women learning.
Reviewing and reflecting upon those philosophers helps to explain the theoretical
influences that shape my way of thinking and analyzing. Antonio Gramsci’ s work
preceded Paulo Freire and formed a base for most of what came after.
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The theorists reviewed in this dissertation are all characterized by a certain stance
toward education that looks beyond scientific facts and objective reality, and
acknowledges the dynamics of subjective reality, consciousness, and the historical
moment. All ofthem consider the educational process to be a dynamic one in which
learners and teachers engage in actions to change their current reality and shape a new
one. Some words like ‘praxis’, ‘dialogue’, ‘consciousness’, ‘dominant culture’ will
appear and surface throughout the writings of these theorists
Antonio Gramsci
Gramsci s theoretical foundation was based on his interpretation of the concepts
of hegemony, praxis and consciousness. Although education played an important role in
his strategy of social transformation, Gramsci’s understanding of education was much
broader than the traditional one and includes many more issues. Much of Gramsci’s
political activity could be considered and/or seen in terms of adult education.
Gramsci is an Italian theoretician and a practitioner, who writes from a militant
communist perspective, and whose final goal is the proletarian revolution. His work is
based on class analysis and his political project is more than just educational issues, it is
a revolution. Gramsci did most of his writings from a prison cell between 1926 and 1937.
These writings are published as “The Prison Notebooks” and form the backbone of his
theoretical writings (Thrasher, 1996, p. 17).
Boggs (1976) describes the process Gramsci took to write his prison notebook as
follows:
Gramsci began writing his notes (the Qudademi del Carcere, or Prison
Notebooks) in prison at Turin, in February 1929 until 1935 when his deteriorating
health made sustained concentration impossible. In all there were 32 notebooks,
which covered a vast range of topics - Italian history, education, theory of state.
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- The Central and^idin8 theme Of notebook, whichombined fragmentary notes and observations with systematic analysis was thedevelopment of a new Marxist theory applicable to the conditions of advanced
capitalism. Though unfinished and unpolished, they still bear all the marks ofGramsci s brilliant and penetrating mind; and their significance for Gramsci’s
own lire can hardly be emphasized enough, (pp. 14-15)
Gramsci s writings were scarcely available to non-Italian readers before the 1 960s, but
his ideas already have had a remarkable impact in a number of countries. They have
shaped the thinking of Marxists like Adre Gorz, Lucio Margi and II Manifesto group in
Italy and have become part of intellectual and political debates in journals such as the
New Left Review, II Manifesto, Socialist Revolution, Radical America, and Liberation.
Almost totally unknown less than a decade ago, Gramsci is now taught in many
university courses and seminars in political and social theory around the country (Boggs,
1976, p. 7).
Gramsci was convinced that the socialist revolution would not come mechanically
from the breakdown of the capitalist economy, but would have to be built, that is won
through what Boggs named “purposive human action” within a wide range of historical
settings. The transition to socialism could not be expected to follow any one linear
pattern. Such realization necessitated a new reconstituted philosophical foundation for
Marxism, which would restore the subjective dimension to socialist politics and place
human actors at the center of the revolutionary process (Boggs, 1976, p. 16)
Gramsci’s theoretical work was dynamic, embracing a dialectic of change, a
strategic content, and political methods necessary to destroy the bourgeois society.
Gramsci was very much committed to the every day political struggle. Visible in his
writings is the fundamental Marxist concept of praxis. This uniting of theory and
practice, thought and action, subject and object, was not only a guiding theoretical
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premise, but was also central to his own personal-political life. His works appear more to
signify the totality and interrelations of the society, more than the simple analysis of the
means of production. He stressed that revolutionaiy change can be authentic only insofar
as it is total. For Gramsci reality does not exist on its own, in and for itself, but in an
historical relationship with the men who modify it. Gramsci introduced the notion of
“ensemble of relations” that incorporated economics, politics, culture, social relations,
ideology, etc. He argues that we must know both the ensemble of these relations and the
history of relations; however it is not enough to know the ensemble of relations, as they
exist at any given time as a given system. He argues that they must be known genetically,
in the movement of their formation: “Each dimension, moreover, was closely
interwoven with all the others, so that the straggle to change one is inevitably bound up
with the struggle to change all, i.e. totality” (Boggs, 1976, p. 18).
The conquest of social power came to signify more than transforming the means
of production; it meant a general reconstruction of civil society, extending beyond
the factory into every sphere of community life. Socialist politics, in other words
would have to be completely redefined.
. .it would have to pass through the multi-
layered reality of daily existence, through the realms of culture, social relations,
and the family as well as work - into the deepest recesses of popular
consciousness (Boggs, 1984, p. vii).
Gramsci was very consistent in his belief that it was important to create a
specifically Italian Marxism that would constitute the indigenous expression of a
powerful “national-popular” movement. Theory, therefore, would have to take into
account the unique aspects of Italian history and culture. Gramsci is unique in his
openness and non-sectarian quality. His aim was to build a theory that would not exclude
all ideas, innovations, and discoveries of bourgeois origin, a theory that would be relevant
to the broad masses, a theory that would not develop a closed system consisting of
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scientific certainties and absolute truth, a theory that would be open to the creative
processes of revolution. The central theme, the connecting thread, of prison notebooks, is
none other than his quest for a new politics of inclusion. Germino (1990) stated that “For
Gramsci everything is political and all of life is political” (p. 254)
Throughout Gramsci’ s work the role of ideological struggle in the revolutionary
process is considered the key and the backbone of the struggle. The concept of
ideological hegemony might be the most original construct of Gramsci’s work. He did
not specifically define the term ‘Ideological Hegemony’ but he used the concept of
hegemony in working through his ideas on relationships within and between political
identities, including states, parties, and groups from various kinds. Gramsci’s concept of
hegemony is a major contribution to Marxist theory and key to understanding his
educative conception of politics (Cohen, 1998, pp. 13-14).
Boggs (1976) describes the concept of Ideological Hegemony as:
The concept of ideological hegemony reflects the dynamic relationship offerees
at work in any society during a particular time span should be investigated as
systematically as possible, rather than assumed in dogmatic fashion, or derived
from a set of universally valid propositions, (pp. 37-39)
In another place hegemony was defined as Mayo (1999) notes, in the strictly Gramscian
sense: “As a social condition in which all aspects of social reality are dominated by or
supportive a single class” (p. 35).
This definition is similar to what Freire calls the oppressor culture, or what is
today called ‘main stream’ culture. Hegemony is the web that maintain the status quo, in
other words hegemony is the glue that holds the control of the capitalist regimes and
systems and makes it possible for the State to keep its power.
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Gramsci differentiates between two fundamental types of political domination or
control. The direct one ‘physical coercion’, the other is ‘hegemony’ which constitutes
direct ideological control and/or intellectual and moral supremacy, which provides the
fabnc of social control. Social control takes two basic forms: besides influencing
behavior and choice externally, through reward and punishment, it also affects them
internally, by shaping personal beliefs into the reproduction of customary norms. Femia
(1987) argues that such internal control is based on hegemony, which refers to an order in
which a common social moral language is spoken, in which one concept of reality is
dominant, informing with its spirit all modes of thought and behavior. This is very similar
to what Freire calls ‘internalize oppression’ when the oppressed adopt the oppressors
culture and sees an incomplete reality or a distorted one, that makes them believe what
they are seeing is the complete reality and they end up accepting their situation without
question. It follows that hegemony is the predominance obtained by consent rather than
by force of one class or group over another. This ideological superiority must have solid
economic roots: if hegemony is ethico-political, it must also be economic; it must also
have its foundation in the decisive function that the leading group exercises in the
decisive nucleus of economic activity (p. 24).
Gramsci (cited in Femia, 1987) points out that no regime, regardless of how
authoritarian, could sustain itself primarily through organized state power. The crucial
point to his mind, is that governments can often mobilize the support of the mass media
and other ideological instruments, partly because the various elites, political or otherwise,
share similar world-views and life-styles, and partly because the institutions of civil
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society, whether or not they are directly controlled by the state, must operate within a
legal framework of rules and regulations (pp. 27- 28).
Gramsci argued that in the advanced capitalist society, social institutions such as,
education, law, media, mass culture, etc help to shape the “superstructure”, such as
beliefs, values, cultural traditions, myths and so forth. These social institutions function
on a mass level to make possible the existing order; and form the cultural bedrock of
power. Social institutions, such as schools and other educational establishments are not
neutral, rather they work to cement the existing hegemony. Therefore the struggle for
liberation must stress the task of creating a ‘counter-hegemonic’ worldview. Gramsci was
able to see the revolutionary process as an intellectual and educational phenomenon as
well as a matter of practical politics:
Every relationship of “hegemony” is necessarily an educational relationship and
occurs not only within a nation, between the various forces that comprise it, but in
the entire international and world field, between complexes of national and
continental civilizations. (Gramsci, as quoted by Cohen, 1998, p. 17)
The Philosophy of Praxis
According to Boggs (1984), Gramsci’s approach is dialectical; he believes that
human knowledge is a product of objective structural forces and at the same time a
creative transforming agent. He strongly believes that without praxis the revolutionary
process itself could not be developed; it is the inseparability of consciousness (thoughts,
feelings, will) from the historical reality that forms his praxis philosophy foundation, as
he calls it “ philosophy of the act”. As Gramsci noted in his notebooks that although the
“objective” conditions necessary for the overthrow of capitalism had prevailed in Europe
for many decades, it was precisely the “subjective” conditions (revolutionary class
consciousness, political cohesion) that were lacking (pp. 138-139). Gramsci’s writings
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reflect his belief that human beings are major actors in shaping their world. While they
may be shaped by objective social conditions, they have the power to creatively change
these conditions.
f *e e,
?
ernal worl<i. the general system of relations, is to potentateoneself and to develop oneself
... for this reason one can say that man Ts
essentially political since it is through the activity of transforming and
consciously directing other men that man realized his ‘humanity 1 and ‘human
nature
.
(Gramsci, as cited in Boggs, 1984, p. 139)
Gramsci, a practitioner who was involved in everyday life struggles with the
working class, but at the same time a deep thinker with a vision and working very hard to
create intellectual theories that would capture the complexity of the political struggle and
help to get him there. Germino (1990) explained it as follows:
or Gramsci, creative political theory lived in the interstices between the details
ot actual life. The task of theory was to connect those details into a meaningful
pattern to serve as the basis for concrete practical action rather than merely
speculative understanding. He was a theorist-practitioner combining the armchair
philosophy and the street smarts of a hard-boiled politician into a novel character
type. (p. 221)
The philosophy of praxis was not to be confused with the detached and speculative
modes of discourse of typical conventional systems of thought, including orthodox
Marxism. For Gramsci praxis is:
Consciousness full of contradictions, in which the philosopher himself,
understood both individually and as an entire social group, not merely grasps the
contradictions, but posits himself as an element of the contradiction and elevates
this element to a principle of knowledge and therefore of action, (as cited in
Boggs, 1976, p. 35)
As reported in Germino (1990), Gramsci viewed philosophy as the conceptual medium
whereby ideas are translated into cohesive social and political forces. Ideas have value
only insofar as they emerge from and refer to practical social forces and contribute to the
emergence of a new political inclusion (p. 255). Eloquent thinking meant for Gramsci
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the presence of a discourse whereby the masses develop their counter hegemony that
enables the oppressed to free themselves from the condensed forms of traditional
hegemony. Without a solid grounding in critical philosophy, wherein subject and object,
thought and action are dialectically united, no such transcendence would ever be realized.
He concluded that:
For a mass of people to be led to think coherently and in the same coherent
fashion about the present world, is a philosophical event far important and
original than the discovery by some philosophical ‘genius’ of a truth which theproperty of a small group of intellectuals. (Gramsci, as cited in Boggs, 1984, p.
This concept is very important to the Sudanese women activists because it is
essential to work with theories that reflect the reality and the context ofwhere these
theories are practiced. It is also important to see the connection between the theory and
practice especially when Sudanese activists in general and women activists in particular
are always accused of importing foreign ideas. This approach is important for Sudanese
women activists to understand because there is no differentiation of roles—some people
are the thinkers and others are the ones we think about. The strong relation between
action and reflection (theory), how they are correlated and that the two exist together and
feed each other also needs to be understood by the women activists.
Gramsci refers to praxis as bringing the chair to the street. At the level of theory
the philosophy of praxis cannot be confounded with or reduced to any other philosophy.
Boggs (1984) argues that its originality lies not only in its transcending of pervious
philosophies but also and above all in that it opens up a completely new road, renewing
from head to toe the whole way of conceiving philosophy itself (p. 121).
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The Concept of Consciousness
Consciousness is the state of being aware ofwhat is happening around you. It is
the totality of one’s thoughts, feelings, and impressions. Consciousness is the first step
toward gaining a critical look at one’s reality, with a new knowledge that is different
from what they have been long fed by the mainstream culture of their world reality. As
Thrasher (1996) expressively put it:
Consciousness is the primary weapon for stripping away the layers of facade of
the dominant hegemony. Parallel to this process, however, is the need to create
alternative systems of beliefs and cultural values. The invention of another way of
being in the world, repressive consciousness transformed into emancipatory
consciousness, begins now to develop a counter - hegemony that sees the world
in new ways. (p. 22)
Without being conscious of ones situation there is no way for emancipation to
occur. Ifwomen do not know what is happening to them is unacceptable or ifwomen
believe that their position in the world is uncomfortable, they will never struggle to
change. Change will not begin with the Sudanese refugee women consciously
understanding and developing their existing reality. This is why creating consciousness is
considered to be the first step to revealing the injustice that was inflected upon them.
Gramsci argues that, human beings develop consciousness and become political
actors in the ideological sphere, in support of the claim that consciousness decisively
affects the content and outcome of the class conflict. He believes that, ideas, beliefs,
cultural preferences, and even myths and superstitious possessed a certain material reality
of their own since in their power to inspire people towards action they interact with
economic conditions, which otherwise would be nothing more than empty abstractions
(Boggs, 1984, p. 158).
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The process of transforming the state and its coercive apparatus must, in
Gramsci's view, precede rather than follow the seizure of power. People who are working
for social transformation, had to engage in a “war of position” a process of wide-ranging
social organization and cultural influence
Socialism is organization, and not only political and economic organization but
so, especially, organization of knowledge and of will, obtained through cultural
activity. (Gramsci, as cited in Mayo, 1990, p. 39)
The importance of this approach, is very significant to the role adult education can play in
preparing the conditions needed for transforming civil society, in other words the crucial
role that adult education plays in the war of positions and the development of the counter-
hegemonic culture activity. For example in the case of the Nicaraguan revolution, and
how Popular Education, carried out by, among others, Catholic priests belonging to the
liberation wing, helped to create the climate for revolution prior to the Sandinista seizure
of power in 1979. Gramsci suggests a new role for what he calls ‘organic intellectuals’
who are the cultural or educational workers, who emerge in response to particular
historical developments, as opposed to traditional intellectuals whose organic purpose is
over as society enters a different stage of development:
Every social class, coming into existence on the original basis of an essential
function in the world of economic production, creates with itself, organically, one
or more groups of intellectuals who give it homogeneity and consciousness of its
function not only economic field but the social and political field as well: the
capitalist entrepreneur creates with himself [sic] the industrial technician, the
political economist, the organizer of a new culture, of a new law, etc. (Gramsci, as
cited in Mayo, 1990, p. 41)
Conclusion
Gramsci focused on education and the cultural formation of adults as the keys to
the creation of counter hegemonic actions. This belief that people can change their
perceptions of the false reality of their situations opens possibilities for change for the
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oppressed groups. Concepts like hegemony, war of positions, consciousness, and praxis
are key in Gramsci’s thinking. He believes that social subordinate groups need to develop
their own counter hegemony to successfully transform the bourgeois state to a state that
represents their interests and the interests of a broader group. Gramsci’s main
contribution is that social power is no longer just the transformation of the means of
production. It meant as Thrasher (1996) put it: ‘a general reconstruction of the civil
society’ (p. 18).
Paulo Freire
May (1999) describes Paulo Freire as widely regarded and one of the leading
figures in the area of Popular Education. Freire writes from the standpoint of an
educationist. For the most part he concentrates on issues pertaining to education, even
though these issues are discussed within the framework of wider and more general
discussions concerning forms of oppression and possibilities for social transformation (p.
58). Freire (1993) underlines through his writings the strong relation that exists between
education and politics, and he argues that it is impossible to deny, except intentionally or
by innocence, the political aspect of education. A revolutionary leadership must
accordingly practice co-intentional education (p. 51).
Borrowing many critical concepts from preceding educators, philosophers,
theologians, etc. Freire develops a new approach to education, i.e. problem-posing
education, as an alternative to banking education. Problem posing education is
fundamentally different from banking education because it emphasizes the horizontal and
nonhierarchical relationship between the teacher and the student, and
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StimulatCS tme reflection and **ion upon reality sothat men [sic] develop their power to perceive critically the way they exist in theworld with which and in which they find themselves. (Freire, 1980, p. 71)
Also, problem-posing education considers dialogue as a most crucial element. Dialogue
is the encounter in which the united reflection and action of the dialoguers are addressed
to the world which is to be transformed and humanized” (Freire, 1980, p. 77). Freire
believes that an unjust order, a system of norms, procedures, rules and laws coerces
individuals to believe that poverty and injustice are inevitable facts of human existence.
Distorted concepts ofhuman reality or as Freire (1996) calls it “dehumanization” justifies
and rationalizes the coercion. These systems are necessarily oppressive, for only through
oppression can the powerful, and the oppressors hope to maintain the injustice: “Any
situation in which “A” objectively exploits “B” or hinders his and her pursuit of self-
affirmation as a responsible person is one of oppression” (p. 37).
This exploitation is a distortion of the state ofbecoming fully human; it is
dehumanization of mankind [sic]. The dehumanization of the oppressed, although a
concrete historical fact, it is not a given destiny but the result of an unjust order that
engenders violence in the oppressors, which in turn dehumanizes the oppressed. Which in
simple words means that oppressed are not bom dehumanized or less human beings but it
is a result of being oppressed. Because of this distortion of not being fully human, sooner
or later being less human leads the oppressed to struggle against who made them so
(Freire, 1976, p. 26).
Freire, through his theory and methodologies, puts forth a praxis that helps the
oppressed to go beyond exploring their reality of oppression, in order to transform that
reality for themselves and the oppressor. His impact goes beyond his country and his
region to the rest of the world. He has been adopted and/or studied in one way or another
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by almost every progressive educator, community organizer, or in the case of Latin
America the Clergies of Freedom theology attempting to transform their realities. To
better understand Freire’s work one has to understand the political, cultural context from
which he writes. Freire writes from a literacy educator viewpoint, and as a person from
the Third World, who lived through and was influenced by the colonization and
international imperialism.
For the struggle to liberation or to be “more human” to happen, the oppressed
need to discover their oppression through their commitment to praxis of transforming
their world. As long as they remain unaware of the causes of their conditions, they will
accept their exploitation and will remain passive. It is only when the oppressed expose
the oppressor that they become involved in the organized struggle for their liberation. For
Freire to exist humanly is to name the world, and to change it. Once named, the world in
its turn reappears to the namers as a problem and requires ofthem a new naming.
“Human beings are not built in silence, but in word, in work, in action-reflection” (Freire,
1996
,
p. 69)
Freire strongly believes that traditional education (Banking Education) plays a
major role in keeping the status quo, and enabling the oppressors to keep the oppressed
accepting their oppression by creating what he calls the “culture of silence”. He argues
that the Banking Education concept maintains and even stimulates the contradictions
through the following attitudes and practices, which mirror oppressive society as a whole.
The Banking Education capability to minimize the students’ creative power and stimulate
their credulity serves the interests of oppressor, who care neither to have the world
revealed nor see it transformed.
37
the teacher teaches and the students are taught;
the teacher knows everything and the students know nothing-
the teacher thinks and the students are thought about;
the teacher talks and the students listen—meekly;
the teacher disciplines and the students are disciplined;
the teacher chooses and enforces his choice, and the students
comply;
the teacher acts and the students have the illusion of acting
through the action of the teacher;
the teacher chooses the program content, and the students (who
were not consulted ) adapt to it;
the teacher confuses the authority of knowledge with his or her
own professional authority, which she and he sets in opposition
to the freedom of the students;
the teacher is the subject of the learning process, while the
pupils are the mere object (Freire, 1996, p. 54)
Consciousness-rising “conscientizacao”
Consciousness is a degree of consciousness in which individuals are able to see
the social system critically. It is the stage in which individuals are able to discover their
oppression, and able to get their own perceptions of the world. The basic pedagogical
differences between conscientizacao and other forms of education are that the questions
posed by consciousness-rising education have no known answers. It is not the
organization of known facts in such way that the ignorant discover it anew. It is a
cooperative search for the answers to unsolved problems faced by the group.
Consciousness rising is a pedagogical process of “naming” the problems and/or the
situation “reflecting” on why these problems exist, and “acting” to change the situation.
For this reason individuals come together with equally valid, but different, perspectives
sharing problems that have to be defined, seeking answers that yet have to be formulated.
For the oppressed to understand their reality, their relationship with the world, and
with others, they need to dialogue: they need to look at the ‘object’ from a distance. It is
not the physical distance but the mental one, taking the epistemological distance, that
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means taking the object in hand into parts in order to get to know it, and try to discover
some of the reasons of its being and better understand them to be able to put the object
back in full. The point is the oppressed need to understand the parts in order get the
whole picture. It is the dialectical relation between the whole and the parts and how this
relation impacts each part.
Conscientizao represents the development of the awaking of critical awareness It
will not appear as a natural byproduct of even major economic changes, but grow
out of a critical educational effort based on favorable historical conditions
(Freire, 1986, p. 19)
Dialogue
Freire is known for his use of dialogue, or “problem posing” as a critique to
traditional Banking Education. He believes that dialogue should not be regarded as a tool
for educators to use only to keep their political choices, but they need to see dialogue as a
necessity for human nature and democracy. Therefore progressive educators need to work
to develop what he calls guarded curiosity versus an unguarded one. Freire described that
as dialogue as a structured activity and the facilitator needs to be aware ofwhere and why
s/he is heading and that the evolving questions and themes are discussed and lessons are
drawn from them.
Dialogism is a requirement of human nature and also a sign of educator’s
democratic stand. Authoritarian anti-dialogue violates the nature of human
beings, their process to discovery, and it contradicts democracy. (Freire 1997 pp
92-97)
To dialogue does not mean to blab, it is a serious intentional process toward
knowledge, and is not a mechanistic concept to consciousness. Dialogue can only happen
when breaking the power/authority relationship between the teacher/facilitator and the
student/participant. Dialogue is the encounter in which the teacher/facilitator and the
student/participant enter into a relationship of equality that makes both of them
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simultaneously teacher/facilitator and student/participant. Dialogical education is an on
going process that implies that as long as people always are incomplete, so is their reality.
Praxis
The process of action reflection “the pedagogy of the question” praxis is an
essential factor in the discovery of oppression for the oppressed and can help the
oppressed through their struggles for liberation. Praxis can be neither only theory, nor
pure activism. In this process the active role and participation of the oppressed in
reflecting on their reality, their own world of action, is the key to the pedagogical process
and the only way for liberation to be realized.
The discovery cannot be purely intellectual but must involve action; nor can it be
limited to mere activism, but must includes serious reflection; only then will it be
a praxis. (Freire, 1976, p. 47).
The essence of dialogue itself is the word; it is more than an instrument that
makes dialogue possible. Within the word we find two dimensions, reflection and action;
in such radical interaction if one is sacrificed — even in part—the other immediately
suffers. There is no true word that is not praxis. Which means if the theory or idea one
has is not applied or cannot be implemented, or in other words if you separate action
from reflection (theory/work), there will be no praxis. The equation below describes this
concept:
Action/Reflection = word = work = praxis
Sacrifice of Action = verbalism
Sacrifice of Reflection = activism (Freire, 1996, p. 68)
The true word, which is work, which is praxis — is to transform the world, saying
that word is not the privilege of some few persons, but the right of every one.
Consequently, no one can say a true word alone, nor can s/he say it for another (Freire,
1996, p. 69)
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The oppressed are the only ones who will be able to free themselves from their
oppressors. It is in the struggle of the oppressed to regain their own humanity that they
open up the possibility to their freedom and the restoration of humanity to their
oppressor. Due to the culture of the oppressor, “possessive consciousness” of the world,
the oppressors are not able to see the need for liberation. Their understanding is
conditioned by their experience of oppressing others.
It is only the oppressed who, by freeing themselves, can free their oppressors. The
latter, as an oppressive class, can free neither others nor themselves. It is therefore
essential that the oppressed wage the struggle to resolve the contradiction in
which they caught; and the contradiction will be resolved by the appearance of the
new man [sic]: neither oppressor nor oppressed, but man [sic] in the process of
liberation. (Freire, 1996, p. 38)
The oppressed need to take full responsibility for the struggle for humanization, they
need to realize that when they accept this responsibility, they are fighting not merely for
freedom from hunger, but for
Freedom to create and to construct, to wonder and to venture. Such freedom
requires that an individual be active and responsible, not a slave or a well-fed cog
in the machine. (Freire, 1996, p. 50)
The Role of Educator/Facilitator
The teacher/educator must be a committed, full participant in the educational
process. S/he has a great responsibility to actively direct the pedagogical process. The
teacher is politically biased to the oppressed, as McLaren (2000) eloquently put it:
Freire emphatically did not relegate the role of the teacher to that of a guide on the
side or backstage facilitator who moves forever side ways, slipping out of his or
her responsibility to actively direct the pedagogical process, (p. 151)
The progressive educator is responsible for helping the oppressed develop their
own voices and to encourage them to get out of their passivity. Freire (1997) believes the
Banking Education concept works to encourage passivity so that the dominant elite can
41
take advantage of that passivity to fill the consciousness of the oppressed with slogans
which create fear of freedom. The role of a progressive educator is to challenge the
learner’s “naive curiosity” in order that they can both share criticalness (p. 97).
This does not mean that the educator/revolutionary leaders go to the people in
order to bring them a message of “salvation”, but in order to come to know through
dialogue with them both their objective situation and their awareness of that situation.
Through this process of dialogue the oppressed get to see the various levels of
perceptions of themselves and of the world in which and with which they exist (Freire,
1996, p. 76)
Through the process of problem posing (pedagogy of the question) the educator
helps the learners to reflect on the codified versions of their reality. This mental
movement between the whole, the parts and back to the whole which is called “
decoding” by Freire (1996) enables the learners to see their reality in a different, more
critical light. Or as Freire describes it, this separation facilitates the discovery of the
interaction among the parts of the disjoined whole (p. 86).
Freire (as cited in Mayo, 1999) demands that educators ask themselves for whom
and on whose behalf they are working. He argues that: “neutrality is a convenient
alternative to saying that one is siding with the dominant” (p. 60).
Activists need to trust in human beings and their abilities to discover their
oppression. They need to be patient when trying to enable the oppressed to claim their
struggle.
Love, hope, and humility are the fabric and foundation of Freire’ s critical
pedagogy. He believes without love there is no dialogue, without hope there is no
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struggle, it is just despair. If one cannot dream and hope, one dies. Without humility,
dialogue is impossible.
Conclusion
With Paulo Freire’s concept of praxis, an educational process through which
adults are involved in cycles of action and reflection and action, participants are
encouraged through a critical dialogue to unveil some of their social reality. Through
their active participation, using problem posing techniques learners become the center of
the learning process. Teacher authorities are recognized, but the assumption is that this
authority derives from the teacher’s knowledge and competence and does not shift into
authoritarianism.
The relation between education and power and the political approach he uses is
very strong across all his writings, teaching, and views. The importance and the strong
emphasis Freire puts on the context in which these techniques and tools are used,
translates the fact that we cannot copy and cut these techniques elsewhere, but we need to
reinvent them.
Section C
Theory and Practice
The theories and practice ofMyles Horton, philosopher, practitioner, and
community organizer brought to life Popular Education theories and put them into
practice through the Highlander School.
Few people I know have seen as much change in the American South, or helped
to bring it about, as Myles Horton. He's been beaten up, locked up, put upon and
railed against by racists, toughs, demagogues, and governments. But for more
than fifty years now, he has gone on with his special kind of teaching, helping
people to discover within themselves the courage and ability to confront reality
and to change it. (Horton, J. Kohl, & H. Kohl, 1990, p. ix)
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Myles Horton
Horton believed that poor adult working-class people could learn to take charge
of their life circumstances. He believed that people had the courage and ability to
confront reality and change it. Horton created a pedagogy that leads people to challenge
the system, to take risks. Myles calls it a two-eye theory of teaching. He keeps one eye on
where people are, and one eye on where they can be. He is forever pushing, making his
participants uncomfortable, stretching their minds, helping them to grow in their
understanding and critical consciousness. The type of school Horton was conceptualizing
he described as:
I would like to see a school where young men and women will have close contact
with teachers, will learn how to take their place intelligently in a changing world.
In a few months, free from credits and examinations, utilizing only such methods
as individual requirements called for
. . . it is hoped that by a stimulating
presentation of material and study of actual situations, the students will be able to
make decisions for themselves and act on the basis of an enlightened judgment
(Horton, et al., 1990, p. 56)
Seeking to develop a form of education to change society rather than maintain the
status quo, Myles Horton created a pedagogy, which leads the oppressed to challenge the
system and to take risks. Myles calls it a “ two-eye” theory of teaching: “I look at a
person with two eyes. One eye tells me what he is; the other tells me what he can
become" (Horton, et al., 1990, p. 13 1).
Horton argues that what makes the Highlander School different school is that it
works with structural change, not reform. It works with people who want to change the
status quo. With that understanding we choose whom to work with and why. Myles
argues that:
I wanted to use education in such a way that I could find out whether I was
succeeding in achieving what I'd set out to do. The kind of education I started had
to be manageable enough for me to know whether it was useful. Therefore, I
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decided to work with a small number of people. Now, if you're going to work
2
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" aim is to change society, and you know^hat youneed masses of people to accomplish that, you have to work with those peoplewho can multiply what you do. It isn't a matter of having each one teach one It's a
r„ rfh,a7t“ncepl of education that is yeasty, one that will multiply itselfYou have to think in terms of which small groups have the potential to multiply
themselves and fundamentally change society. (Horton, et al., 1990, p. 57)
Horton and the Highlander School were accused of being Communist, because
they worked to organize people to challenge the system. They help people by providing
them with the facts about a situation, highlight the risks involved in working against the
system, and lettmg the people make decisions. Further, the core of his theory of the
dynamics of life and situations is that nothing is static: this is a main part of the
communist theory and its dialectic. Organizing people is the way Horton educates,
sharing experiences, and providing the space for this sharing to happen.
When I joined the movement, despite the danger it was the safest time in my life,
because when you are surrounded with people who share the same experience
and together you work off what your life should look like, you do not care what
your opposition will do for you, because you are already home. (You Got to Move
video, 1985)
My concern with that as an activist, who worked with women for many years, is
that it is very important to work with unorganized women so they get organized. In a
country like Sudan most of the working women work in the informal sectors and it is
essential to organize them through the educational process. For example, the hidden
agenda of the literacy classes that were organized by the trade union for women working
as custodians and messengers was to organize and recruit them to join the union. This
approach was very successful under the military dictatorship ensuring the safety of the
women, but it was also helpful to open a dialogue with the women who had concerns and
did not become politically involved in addressing the issues and explaining the
relationship between their welfare and current situations and the union struggle.
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When you know what you are supposed to be doing, you are going do it You do
not feel fear. Nothing will change until we change; until we throw off our dependence
and act for ourselves. Ifyou know what the problems are in your community you are a
leader. You do not need to wait for somebody else to do it for you. One of the
participants in a training at the Highlander School shared the following with the group:
When we involved in the activity against the dumping, we thought it is a day or
so bm something leads to another thing and you continue doing it. I am a
mfferent person now, a better one. When you start, there is no turning back (YouGot to Move, video, 1985) v
Horton (Freire & Horton, 1990) advocates for people to push their boundaries,
because people even accept limits that do not exist, limits that often have a negative
effect, limits that inhibit growth and development. People can do much more than they
realize they can do. Their limits are not as tight or as close to them as they think.
I'm always suggesting to people that they test out how far they can push those
limits and do it in a quiet sort of a way, kind of a polite project to see how far they
can go. I think most people will find out they can go much further in an institution
that is big and bureaucratic, (p. 143)
Pushing the boundaries is part of taking risks. It is part of one’s growing and
learning. Myles Horton was criticized for advocating that people push their limits
because people get caught, sometimes they get fired and sometimes they lose their jobs
because of pushing the boundaries too far. Breaking the circle of fear is a liberating act.
Having control over your life and decision-making is an empowering process, knowing
that, nothing will happen without struggle and that the oppressors will never give away
what they had without fighting hard to keep what they had gained over the years.
It is an interesting experience. People found they did not want to stay within,
those limitations that, they were pushing. Once people find they can survive
outside the limits, they feel much happier. They don't want to feel trapped. So I
think we can urge people to push the boundaries as far as they can, and if they get
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Collective work is power: this is why I believe in the Highlander approach to
working with organized groups. It is a very effective way to help the group to discover its
power. Unfortunately the school chooses to work with already organized groups, rather
than working to organize the unorganized ones. As I mentioned above it is very important
and a key to developing a critical awareness going through the process. Maybe the
reasons for that were the historical events during that period of time.
When you are with a group of people with whom you share the same belief, you
feel free and protected. You do not fear putting your life in the front line. It is
somebody else job to kill you. (You Got to Move, video, 1985)
It is dangerous education and although much emphasis is on forming strategies to
confront the system without being destroyed, people are encouraged to push the
boundaries, to be creative in solving problems. Often this means pushing to the place
where they get into trouble. Until people take some risk and gain some independence
from the system, they are not free to learn or to act.
Myles Horton believes that the best teachers of poor and working people are the
people themselves. Rather than bringing in experts as resource people, Highlander brings
people together, developing a circle of learners who share the same problems. Together
people share their experiences, analyze their problems and learn how to work toward
basic changes in society. The goal is not to reform or adjustment to an unjust society but
the transformation of society. It is very important to use the knowledge of experts as long
as the experts draw the line between giving information, and facts for the people to use,
and let them decide what to do rather than telling them what to do. There is a big
difference in giving people information and telling them what and how to use it. By
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telling people what to do, that takes the power away from them to make decisions. It
means that they are going to call another expert when they need help. Empowerment
comes as a result of that approach of doing it your self. There may be organizational
success if you depend on experts, but there is no empowerment of people, no learning.
They have got to think through the information themselves or they cannot use it when
they return to their daily struggle. It cannot be part of their experience of learning and
therefore be theirs if you deny them the right to make it their own.
My job is to try to provide opportunities for people to grow, not to make them
grow because no one can do that, but provide a climate in which people can learn.My job as a gardener or as an educator is to know that the potential is there and
that it will unfold. People have the potential for growth; it's inside, it's in the seed
(Horton, et al., 1990, p. 133)
This was very true when another researcher and I were doing a study on the
women street venders who sell food and tea in a main bus station and market area in the
capital city of Sudan, Khartoum. The object of this study was to find out why the women
were not able to obtain licenses to sell legally in the market area and to stop the police
harassment of these women for selling food without license. Our hidden agenda was to
organize these women so that they would be able to collectively solve this problem and
not have it seen as an individual problem. When we began the women were questioning
our motives, and said that they were fed up with all these social workers that came to
question them and leave, doing nothing about their situation. We explained to them that
we have nothing to offer, the only thing that we can do is to help them collect the data
and do the research and analyze it, think through the reasons and try to find solutions for
these problems. Three days into the process some women started taking the lead in
inviting others to the meetings and they collected money to pay for our transportation.
We helped the women write a proposal and seeking funds to build their own individual
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mobile umts, which would fit the health requirement needed to get their licenses. The
women chose to organize themselves into a cooperative, which was allowed by the
government, instead of a union, and they continued to organize other women who
worked at the same market area. They also started different kinds of trainings for the
members. We presented a proposal to the Dutch Embassy and the government of Sudan;
both accepted the proposal and recommended that this model be used for other market
areas. Instead of the mobile unit model, which was a small-scale project, the government
offered the women a piece of land and funded part of it to build the cooperative premises.
Horton (Freire & Horton, 1 990) argues that as an educator and as a human being
if you believe in education for social change, you have to take sides. There is no such a
thing as being neutral. Neutrality is just an excuse to not oppose the system. Neutrality is
just following the crowd. Neutrality is a code word for the existing system. Neutrality is
the way to keep the status quo.
I m all for those of us who are honest about our positions, who say we are against
the system. We want to change the system. I'm all for us being extremely critical
with each other about this problem. I have no respect for people who claim to be
neutral or institutions that claim to be neutral making criticisms of us none. They
have the power base to magnify all of their positions, and then they label it
neutral.... Ifyou make people knowledgeable about these sciences and do not
point out this fact, then you are saying, I withdraw from the battle, from the
discussion of the ethics involved, (p. 133)
This stand is very important when dealing with women in a refugee situation, because the
educator and the participants are working against many forces that are trying to maintain
the status quo and trying to work under a crisis where empowerment is seen as a luxury.
Horton argues that there is a difference between imposing your ideas on people
and having responsibility to put whatever you are teaching in a social context, relating it
to society, not just acting as if it had nothing to do with people, with humanity, because it
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does. As David Reed (1981) argues in order to develop an empowering social education,
an education that will help oppressed groups to gain control over their lives, you need to
be clear on which side of the fence you stand. That education needs to take place
wherever people come together to address common concerns, in their workplace,
churches, communities, families and playgrounds. The education process needs to link
the learners’ practice to the historical development of society. You need also to draw on
the lessons and experiences of other progressive groups to improve learners’ practice.
Learners’ values and social interest determine the purpose, direction and character of the
learning process (pp. 2-14 & 179)
Regardless ofwhat you teach or what your subject is or what your skills are,
whatever you have to contribute has a social dimension. It is unavoidable, you have some
responsibility. And it is ineffective to try to impose that sense of responsibility on
anybody. Sharing it with them is one thing, but trying to impose it is another. You
honestly say these are my ideas and I have a right to my opinion, and if I have a right to
my opinion then you have a right to your opinion. There is no right in the world that I can
claim that anybody else cannot claim. And I have to fight for their exercising that right
just as I have to fight for my own. That does not mean I have to impose my ideas on
people, but it means I have the responsibility to provide whatever light I can on the
subject and share my ideas with them.
I said do you impose your ideas? Oh, no we are very careful not to impose our
ideas. I said well, you have one problem I don't have. You are such powerful
teachers that, ifyou even breathe what you believe, it would influence everybody.
I don't have that problem. I've always been glad I could get somebody to pay
attention to my ideas, just to share them with them. (You Got to Move
,
video,
1985)
50
Educating or Organizing
Popular Education is integral to popular organizations. It is inextricably linked to
movements and organizations for social change. While individuals can make decisions to
act, it is only when those actions are done in concert with others that significant change
occurs (Thrasher, 1996, p. 5).
One of the unsolved problems at Highlander is the difference between education
and organizing. The reason it is such a debatable subject is that the overwhelming
majority of the people who were organizing and who were officials of unions in the
South had trained at Highlander. The public did not know what went on at Highlander,
and they assumed that the school was a training school for organizers. Horton said:
I kept saying no, no we do education and they become organized. Education
makes possible organization, but there is a different emphasis, different interest.
In my mind I kept them separate because I can function better. We emphasize
ways you analyze, perform and relate to people, but that is what I call education,
not organizing.
I would say ifyou were working with an organization and there is a choice
between the goal of that organization, or the particular program they are working
on, and educating people, developing people, helping them grow, help them
became able to analyze — if there's a choice, we 'd sacrifice the goal of the
organization for helping the people grow, because we think in the long run it's a
bigger contribution. (Freire, & Horton, 1990, pp. 115-116)
Solving the problem cannot be the goal of education, but can be the goal of
organization. That is why education and organizing are not the same thing. Organizing
implies that there is a specific, limited goal that needs to be achieved, and the purpose is
to achieve that goal. If education is to be part of the process, then you may not actually
get the problem solved, but you have educated many people. Organizers are committed to
achieving a limited, specific goal whether or not it leads to structural change, or
reinforces the system, or plays into the hands of capitalists. The problem is confused
because a lot of people use organizing to do some education and they think it is
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empowerment, but quite often they disempower people in the process by using experts to
tell them what to do. Highlander's people were successful organizers because the school
helped them to learn to analyze and teach people values. It was not technical. They did
not tell people how to do things.
He said I knew how education could be used as a means of building
organizations, but I didn't know what you could do in a short period of an
organizing campaign, which has for its purpose getting a union organized and
getting a contract. (Freire, & Horton, 1990, p. 125)
What Myles Horton is missing here is that going through the process of
organizing is a great learning experience for all parties involved. Sometimes this is all
you need in order to help participants transform and evolve into something else and to
continue their struggles.
This does not mean that Horton is critical of organizing. In fact Highlander is
based on working with organizations. In the old days for example, the school would not
take anybody who was not a product of an organization, because they thought
organizations had to be the first step toward a social movement. One of the real problems
in the South in the early days of Highlander was segregation, discrimination against
people of color. At Highlander they believed in social equality for all people, no
discrimination for any reason, religious, race, sex or anything else. But the social customs
demanded segregation.
Some dealt with the segregation by having segregated programs, as it was the
tradition to do. Highlander chose to deal with it directly. They decided to hold integrated
workshops. Doing that they were violating the mores, but sometimes you have to deal
with those problems. Always you have to be conscious of going against the traditions of
society. You have to really think seriously about that. Myles argues that we have to find
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ways to handle the weaknesses in our culture. That does not mean all culture’s are bad
but you have to pick and choose, keeping the good things from the culture.
My respect to the soul of culture does not prevent me from trying with the peopleto change some conditions that appear to me obviously against the beautv ofbeing human. (Freire, & Horton, 1990, p. 134)
This approach to teaching women and especially refugee women is very
important. Stepping to the front and assuming a leadership position is essential for the
survival of the refugee women especially when they form the majority of a refugee
camp s population, and at the same time they are not represented at any level of the
different committees that deal with the most important decisions concerning their lives.
As people try to be part of the decision-making process, they discover that learning about
democracy involves working to replace, transform, and rebuild society which allows
equal participation. Social movement and change are a result of every person’s
contribution to the change because it is a long process and the result of an accumulation
of all trials, events and movements to a point that it turns from the quantitative
accumulation to a qualitative change.
Conclusion
Myles Horton, who died in January 1990, was one of the major figures in the civil
rights movement, Highlander Folk School, and citizenship schools throughout the South.
He believed that education should foster individual growth and social change and nourish
the fundamental value of complete personal liberty while encouraging thoughtful
citizenship in a community. He believed that education must be bom of creative tension
between how life is lived and how life might be lived in a free society. Such education is
suited for the young and for the elders. What was unique about his education was that its
application has the ability to move through time.
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Summary
In the early 1970s and 1980s, Popular Education tended to be linked and closely
associated with a clearly defined social movement, national liberation struggle or
women’s movement and a sense of the end-point of “liberation”. In recent years,
particularly since the emergence of feminist and post-colonial critiques of the unitary
narratives of such movements, there is much more fragmentation of social oppositions.
The building of civil society, of nongovernmental organizations and of relations with the
State is now the context of feminist Popular Education, although this obviously varies
from country to country. The liberationary model does not take as its starting point the
notion that women have inherent qualities which mark them as distinctive thinkers, but
rather sees women as part of the oppressed who share a particular way of seeing the
world and acting within it. An aspect of this relational mode, which has been outlined by
Freire (1972) and has particular relevance for feminists, is the lack of self-confidence and
self-esteem: an internalization, if you like, of the diminished value accorded by the
mainstream culture to those seen as marginal (Kate, 1996, p. 102). I would add to this
especially if they are women and refugees at the same time.
As we say in my country: “the ember will bum only the one standing on it.”
Freire (as cited in Weiler, 1993) puts it this way:
Only the oppressed are able to liberate themselves and the oppressor. One cannot
give what s/he does not have, but the assumption is that; because it is a distortion
of being more fully human, sooner or later being considered less than human
leads the oppressed to struggle against those who made them so. In order for this
struggle to have meaning, the oppressed must not in seeking to regain their
humanity (which is a way to create it), become in turn oppressors, but rather
restore the humanity of both. (p. 74)
Liberation pedagogy can be characterized as a process by which individuals
come to see and understand the structures which stand between them, and being fully
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human, unexploited and a whole. For liberation to happen this pedagogy needs to be the
starting point to freedom not the ending point of the struggle. It is the oppression and the
oppressive systems that are the central concern ofthe libratory pedagogy. Freire, through
his work in Brazil, began to conceptualize a process of consciousness- raising leading
towards a dynamic concept of liberation and towards what he refers to as “more complete
humanness”. The product of this process, he calls conscientizacao, or a degree of
consciousness in which individuals are able to see the social system critically. They are
able to understand the resultant contradictions in their own lives, to generalize those
contradictions to other around them and to transform society creatively with others
(Smith, 1976, p.2)
Freire had to distinguish this consciousness-raising process from two other stages
of consciousness. The first one he calls. Naive consciousness, the stage when individuals
romanticize about the reality and believe that the system will work if individuals are
transformed. The second one is Magical consciousness, the stage in which individuals
adapt or conform fatalistically to the system. The main aspects of Freire’ s approach are:
“Naming” - identifying the problems in a given situation; “Reflecting” - why do these
problems exist, and. Acting - what can we do to change the situation. At each stage a
series of coding categories are defined in specific behavioral terms that describe how
these questions are discussed at that stage.
The basic pedagogical difference between conscientizacao and other forms of
education is that the questions posed by it have no known answers. Education is not the
organization of known facts in such a way that the ignorant discover it anew. It is a
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cooperative search for answers to unsolved problems faced by a group of people (Smith,
1976, p. 3).
Consciousness raising is not a technique for information transfer or skill training;
it is a dialogical process which brings individuals together to solve common problems.
These problems are related to the socio-political conditions of the individuals involved in
the educational process. The task is liberation and that means the creation of new norms,
rules, procedures and policies. It is radical transformation of systems and not simply
reform.
Becoming fully human is a process and not an end result. It is important to keep
in mind that transformation and changes through the process do not stop there; such
changes are linked to those within wider society. This approach is vital for the existence
of refugees. Its importance stems from the fact of the experience of being uprooted and
isolated in a new environment, being able to understand what is happening around you,
and why it is happening. What are the main problems facing refugees and what is the best
way to go about handling them? Making sense of all that will help these refugees to keep
their sanity. For the refugee women to be able to link what is happening, and what they
had to go through to the wider context would help them to overcome the feeling that what
is happening is not because of them. They will understand and learn that this is happening
elsewhere and for what reasons.
Central to this model of problem posing is the notion of conscientization, the
development of critical consciousness, which facilitates the operation of power
structures. Crucially, conscientization is thought to develop in concentric circles,
beginning with the learners and then moving to locate the learners within
gradually widening contexts (Freire, 1972), within a community, a society, a
nation and so on. Consciousness-raising might well empower women on an
individual level and develop the critical capacities mentioned earlier, but unless
the critique feeds into social action for change which moves beyond individual
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awareness, the structures which maintain oppression remain intact. (Kate. 1996
, p.
Refugee Women and Popular Education
None of the theorists reviewed has gender as a focus. Even the language used in
their writing and approaches is male oriented. The general usage of oppressed,
subordinate, and citizens, refers to all people including women. Despite the wonderful
work of the Highlander School in educating to empower, the school did not focus on
gender as a major form of oppression, and/or make the effort to create or develop a
special curriculum to deal with it.
The literature reviewed above on critical pedagogy provides a necessary
foundation for the review ofwomen Popular Education theorists that will come later in
this study, but also creates a foundation of the possibilities of using these approaches and
techniques by refugee women. Concepts like dialogue, praxis, cultural forces, and
consciousness are very evident across the feminist theorists literature. The concept of
praxis is very important for Popular Education discourse and it forms the backbone of
Freire, Gramsci, and other Popular Education theorists approach to education. Both
Freire’s and Gramsci’ s concepts of humans as actors in the world, they believe that
despite the fact that humans are shaped by their reality; humans are able to shape and
change their lives.
This concept is very important to this study because it is very important to believe
that refugee women are able to shape and change their lives. Both Freire and Gramsci
indicate that it is critical to reflect on the world and get involved in changing it. The
process of action/reflection/action is a dynamic process and became a spiral. The concept
of cultural forces, or the “ideological hegemony” as Gramsci referred to, needs to be
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systematically examined in its total interplay in the society. Concepts that use the
learners/ participants as the center of the educational process, and willing to start from
where the participants at; help to draw from the participants knowledge and experiences
which makes the learning environment safer and not intimidating for the learners but also
it make the learning environment more familiar to the participants and make them feel
they can contribute to the process. This approach is essential for refugee women so that
they would not feel they are not offering anything and they are at the receiving end of the
process. This participation makes it easy for refugee women to be an active participant
and agents of change.
A review will be undertaken of feminist popular educator theorists who have
reported on the experiences of race, class, and gender differently than the above
mentioned male theorists. It would be interesting to learn how a historical moment has
shaped their lives and to highlight the critiques and gaps these feminist popular educators
found and the importance of their contributions to the critical pedagogy theories.
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CHAPTER 3
FEMINIST PEDAGOGY
Feminist Popular Education
In this section the main concepts within the discourse of feminist Popular
Education are reviewed. How some of the feminist theorists are dealing with the concepts
of knowledge production and construction, power relation, voice, agency and the
relationship between students and teachers was also explored.
Feminist Popular Education is positioned to support the struggle ofwomen in
oppressed communities, rather than women in general. It is that which distinguishes
feminist Popular Education from gender training or feminist pedagogy that tends to be
directed to an undifferentiated category ofwomen (Walters & Manicom, 1996, p. 8).
Until recently, the dominant perspectives in the sociology of Education
constructed educational institutions primarily as sites of social and cultural reproduction.
Rejecting the liberal view that schools and institutions of higher education were agents of
social mobility and human emancipation, many sociologists studied how such institutions
constructed and reproduced the oppressive power relations of class, racism, and gender in
the wider society. Feminist educators and many leftists paid increasing attention in their
writing to radical or critical pedagogy. According to Middleton (1993):
To counter the depressing feeling of the reproduction theories that educators and
students felt, due to the fact that if the educational institutions in which they study
and teach reproduce existing social and cultural inequalities, and that they are
mere agents of oppression and privileges preservers, (pp. 15-16)
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The strong correlation between critical pedagogy and men, feminist pedagogy and
women, seems in part to be connected to the neglect of gender oppression analysis in the
early (and, some would argue current) critical pedagogy in education The “additive
approach” of critical pedagogy theorists of gender to their work; is viewed by many
women as simply inadequate. As Luke (cited in Gore, 1993) states:
The general refusal by male academics to engage with feminist theory and to self-
reflect on their own work from the perspective of a male reading of feminist
critiques, seriously undermines whatever gender (ed) messages they claim to have
for women about women, (p. 47)
Another reason for this separation of men and women in radical pedagogy is the
broader construction of feminism as women’s domain. Feminism, as discourse and as a
political movement, is grounded in patriarchal oppression ofwomen. Many men feel
unwelcome in feminism. While women do not want men to appropriate feminist
discourse, many would like men to intellectually and politically engage with feminist
discourse (Gore, 1993, pp. 47-48).
It is interesting to consider why Freire has become something of an exception.
Despite Freire s location in a particularly patriarchal culture and his general neglect of
gender issues, his work has been embraced within much feminist pedagogical discourse.
Freire’ s connection to and embodiment of “Third World” identities and politics fits with
the general social vision of feminist pedagogy (Gore, 1993, p. 22). For example, Hooks
(1994) attributes and relates insights of her social and educational theory to Freire. Hooks
credits Freire to introducing her to critical pedagogy:
I found a mentor and a guide, someone who understood that learning could be
liberatory. With his teaching and my growing understanding of the ways in which
the education I had received in all-black Southern schools had been empowering.
I began to develop a blueprint for my pedagogical practice, (p. 6)
60
When emphasizing how gender knowledge and experience are produced, in this
way you draw both male and female into the process of learning. This approach gave
them and the subjects of their study actual lives, lived as men and women in both the
public and private sphere. In this case learners are involved as “whole people”. As
Maher and Rathbone (cited in Gore, 1993) had eloquently put it:
While collaborative, interactive pedagogical techniques have a long history in
education outside of women’s studies scholarship (e g. in the work of John Dewey
and Paulo Freire), they receive supplementary justification, and a new context,
when viewed from the perspective ofwomen’s studies, (p. 26)
Gore further states:
While writers of feminist pedagogy do not often locate their pedagogical work or
writing within specific forms of feminist thought, it is clear that liberal, radical,
socialist and, more recently, poststructuralist may be represented by one writer at
different levels of writing. Feminist pedagogy is responsive to, and differentiated
by, specific contexts in which it is practiced. There do not appear to be discrete
strands of feminist pedagogy discourse, with their own regularities, developing
around these contexts. Rather, differentiation between sites of practice is
representative of general move to contextualize feminist pedagogy and feminist
work generally, for example, “black feminist” feminist pedagogy for “returning
women” and “undergraduate feminist pedagogy”.
. . etc. While texts of feminist
pedagogy could be differentiated by their underlying philosophical and political
assumptions and categorized according to these strands of feminist thought, to do
so would be to impose distinctions rather than allow distinctions to emerge from
the discourse of feminist pedagogy. That is, writers who construct feminist
pedagogy are not naming certain strands.
. . Nor it is really possible to impose
such categories on the literature without over looking the frequent coexistence of
different traditions of feminist thought in one text. (pp. 19-20)
A good example for this is the analysis ofHooks (1994) educational theory, engaged
pedagogy, espouses a combination of “anticolonial, critical, and feminist pedagogues...
for interrogating biases in curricula that reinforce systems of domination... while
simultaneously providing new ways to teach diverse groups of students” (p. 10). But still I
believe that there is a core strand of feminist discourse that the writer uses for her general
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frame of analysis such as a class, socialist, or liberal lens while looking at the specific
context.
Ideas of critical pedagogues seemed compatible with feminist uses of personal
experiences as a basis for generating theories. Discussion of such experiences in
conscious-rising groups became a means of translating the personal into the political, the
public, or the social. As Middleton (1993) argued:
A feminist pedagogy requires us as teachers to make visible to and explore with
our students the aspects of our own life histories that impact on our teaching. We
must analyze relationships between our individual biographies, historical events
and the broader power relations that have shaped and constrained our possibilities
and perspectives as educators, (p. 17)
As Ellsworth (1989) expressed it: “A relation between teachers/students becomes
voyeuristic when the voice of the pedagogue.
.
goes unexamined” (p 56).
Feminist pedagogy is meant to help learners (teachers/students) listen to and come
to terms with our differences and the multiple capacities and social responsibilities within
ourselves. It is a learner-centered pedagogy which emphasizes the educational
worthwhileness of using the learners’ personal experiences as a base for learning, as
received knowledge, and theories. This is in contrast to the traditional Social Science
approaches, which, following the dictate of the natural sciences have required what Smith
(1987) referred to as “the suppression of the personal” (p. 146). Such a scientific world
view is said to be detached from the social world and to provide an objective bird’s eye
view of reality. The reliance of women’s studies on the personal is anti theoretical to such
approaches, and academic gatekeepers therefore frequently use its apparent subjectivity
as a basis for its exclusion from or devaluation within what counts as a high-status or
proper academic knowledge. This is very true as well for non-formal education, Popular
Education, and all education that is based on the experiences of the learner (Aker, 1989;
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Bowels & Klein, 1983; Martin, 1987). An example of using the personal experience in
teaching is how Middelton (1993) used some of her personal school exercise books and
paintings that she produced in 1950s and early 1960s during her schooling in New
Zealand, to start her class. She states it:
These give access to my native imagery - to my interpretation of the world in
which I grew up. They are of interest in this text not as a personal memorabilia
b
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t as of ways in which the grand narratives and historical events ofmy
childhood and adolescence contributed to the development ofmy adult
perspectives as a feminist educator, (p. 19)
Saying that does not mean learners do not need other theoretical tools with which
to craft an understanding of their lived experiences, and to focus on the range of human
intelligence, multiple layers of language, and symbol systems available for ordering
experiences and making sense of the world we live in (Green, 1988, p. 125).
It is very important to link these experiences to the material conditions and power
relations of the wider capitalist/patriarchal society that structured such experiences.
Historical and materialist analyses contextualizing women’s experiences within the wider
power dynamics which they had come to form is needed. Hernandez (1997) reports:
In the context of the current feminist movement, especially with regard to
feminist work oriented toward uncovering the link of specific oppressions of
women to the larger structure of capitalism, and to oppressions of other groups,
gays, minorities, the working classes, and so on issues such as difference, the
possibility of engaging in dialogue in spite of heterogeneity, and women's
representations through language emerge in the process of theory making. That is,
feminist pedagogy linked to critical and liberatory concerns that extend to other
oppressed groups besides women, seems to offer an empowering articulation of
those questions (plurality, difference, love and voice) that are also part of the
work of post-colonialism, post-structuralism, critical literary theory, and other
theoretical fields that are undergoing radical renewal, (p. 14)
A transformative feminist pedagogy should be one that addresses difference in all
its possibilities within power relations in a constant process of contestation against
concrete oppressive practices. According to Giroux (1992):
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The nmion of difference must be seen in relational terms that link it to a broaderpo ltics that deepens the possibility for reconstructing democracy and schools asdemocratic public spheres, (p. 174)
Hooks (1981,1984,1990, 1994,1995) argues that it is very important to caution
against an uncritical allegiance to educational and cultural norms and practices in society.
She argues that social myths suggesting that power and privilege are earned through fair
competition camouflage the impact of race, gender, and class discriminatory practices in
the educational settings and the wider society. Specifically, Hooks contends that a
monocentric curriculum privileges students whose cultural norms are reflected within
school culture granting them “authority” in classroom settings, and discussions while
simultaneously alienating students whose cultural histories and traditions are
subordinated and/or excluded. This means that the pedagogical choices implement the
political objectives. The pedagogical cannot be separated from the political, unless
Popular Education is to be reduced to a series of formats, games and techniques. For, in
fact, very similar techniques are employed in corporate boardrooms and all non-formal
education programs, and so is an almost identical vocabulary, for example,
‘empowerment’, ‘working with diversity’, ‘training for equity’ (Hooks, 1981,1984,1990,
1994,1995).
The common sense approach to difference in education has been to act as if there
are no differences, as ifwe are “all equal” (Hernandez, 1997). This approach attempts to
erase diversity and to unify people in a consensual discourse; but to treat people "as if
there were no differences does not make it so.” When we realize whose educational
discourse is adopted in the name of equality, we come to understand that difference is
merely negated for the benefit of those who are not defined, or are less vulnerable with
respect to categories such as sex, ethnicity, or class: this to say, some are women and they
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are of a different ethnicities. This discourse creates concrete oppressive situations where
many are silenced: for example blacks who are forced to become "raceless" if they want
to succeed in the current educational settings; or women, who are forced to acquire male
rational patterns to be accepted in the academy; or even minority women, who are forced
to accept definitions ofwomen as it is used in feminist theorizing to represent all women
(P- 19).
The idea of a community building theory and producing knowledge disarticulates
the hierarchy between theorists and doers and extends the process of inquiry,
interpretation and contestation to those historically marginalized and excluded at different
levels: Third World countries, women, blacks, gays, and others. As Iugones (as cited in
Hernandez, 1997) states:
We are fully dependent on each other for the possibility of being understood and
without this understanding we are not solid, visible, integrated; we are lacking, (p.
A persistent question that preoccupies the popular educators is the relationship of
local Popular Educational initiatives to broader political movements, and the
transformation in forms of governance. During my work with the Sudanese Women’s
Union this was a continuing issue. To what extent were our actions translated into the
larger picture of the broader movement? What was the impact of forming Women’s
Unions on the strength and effectiveness of the public movement? Across the different
political party’s lines would creating a woman’s fraction hinder or help develop a
movement against the dictatorship regime in power during that time? For me, the
relationship between working with women’s groups in the Union and how that relates to
the development of the whole movement is very clear. Also the relationship between the
education happening with these women’s groups and the global market formation and
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shifts, were very much related. The challenge was how to convey these messages in a
way that the whole group could understand. The location, education level, and political
involvement of the women were very significant factors in the women’s level of
awareness.
If the power and strength of the feminist vision of education produced a powerful
backlash against it, the weaknesses and narrowness of the original feminist vision have
led to criticisms and challenges from different quarters. African American women and
lesbians were critical of the assumption of early feminists that all women were white,
heterosexual, middle class, and well educated. This question has continued to plague
feminism. For women who are not white and middle class, "feminism" seems to present a
way of understanding women's lives that does not acknowledge their own experiences.
For many women, other aspects of their identities continue to be more powerful than their
gender, particularly sexual and ethnic identity. While “race” may be a highly problematic
concept, racism continues to be an active and powerful force in shaping society and
individual experience, as does homophobia. Working-class women have found the
theoretical language of feminist debate alienating, while lesbians have often found that
the assumptions and concerns of heterosexual women erase their own desire. This
criticism of feminism as assuming a common and unitary identity shared by all women
echoes the poststructuralist emphasis on a plurality of meanings and the constant
construction of identity through discourse and practices. From these perspectives,
feminism itself is in danger of becoming a disciplinary discourse, fixing people in place,
and demanding a single “true” interpretation of their lives. In the face of these
complexities, feminism has fragmented into “feminisms” (Jipson, et al., 1995, p. xiv).
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Feminist popular educators felt the need to develop a theory by theorizing the
practice, a theory emerging in concrete settings, in order to analyze them critically and
get into action on the basis of an informed praxis; the need to use a language of critique
and, at the same time, a language of possibility to not only recognize injustice, but also to
develop a project of emancipation. The use of concepts, such as voice and dialogue, not
only enrich the tradition of critical pedagogy but also deepen the perspective to
deconstruct and reconstruct the terrain of every-day life. The need to have an idea of the
subject, in the context of the current controversy is very important in the development
political action and a sense of agency (Hernandez, 1997, p. 14).
The goal of the feminist popular educators, through the process of critical
pedagogy, is to create a conscious and aware human being who fights for justice and
equalities for all humans: “It is a vision of teachers who work to create a politicized
citizenry capable of fighting for various forms of public life and informed by a concern
for equality and social justice” (McLaren, 1989, p. 158).
Attention to the feelings and emotions of learners is perceived critical in feminist
Popular Education as is creating conditions in which women can open up about their
feelings of oppression before working together to address and to analyze the dimensions
and relations of that oppression. It was these aspects that were overlooked or under-
emphasized within earlier gender blind models of Popular Education.
Where Are We in This Pedagogy?
Through the literature reviewed (Hernandez, 1997; Hooks, 1981, 1984, 1990;
Middleton, 1993) it is clear that the history of critical pedagogy to date has not yet taken
gender issues as seriously as class issues and nationality issues. As a result, Popular
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Education cannot properly deal with the problems women face, and as Kwon (1992)
argues “particularly those faced by women from the Third World countries and especially
poor women”. In fact, most radical educators involved in the development of critical
pedagogy are gender blind and they use universal language such as poor, oppressed and
so forth. Kwon states that they do not understand that gender oppression is one of the
most important forms of oppression contributing to the maintenance of the existing
dominant system.
They fail to explore gender issues in depth and to incorporate them further into
critical pedagogy. Kwon argues that critical pedagogy cannot seriously question
the male domination deeply embedded into the educational system and society.
Further, it cannot provide sufficient explanation of how gender issues are related
to other forms of oppression like class issues and nationality issues, how
differently they can be tackled, and what role women should play in the course of
eliminating all forms of oppression, particularly gender oppression, (p. 139)
It is not just that critical educators are gender blind, but also that Popular
Education organizations that have as their mandates to work for social change and power
equality, are also blind, and if the need to address women’s issues is recognized at all, the
additive approach is usually taken. For example, special task forces on the role ofwomen
in the organization may be appointed, or special projects developed for women. In
general, however, a consciousness of gender issues has generally not changed these
organizations in any significant way. They tend to remain patriarchal in both structure
and outlook (Thrasher, 1996, p. 6).
Women in general and women popular educators specifically who work in these
Popular Education organizations find themselves in a conflicting situation. Thrasher
(1996) argues that:
These women work for organizations and institutions that promote change and
empowerment, yet they continue to experience resistance to change and feel
powerless in their own work situations. They work alongside male colleagues, in
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an effort to “empower” or “liberate” oppressed constituencies, and the oppressor
‘crthCT”* (
S
7
e
)
rS°nS °F 6ntitieS “°UtSide” the community of solidarity, i.e the
From my own experience working in a progressive movement and from my
interviews with a number of Sudanese women activists they felt so tired and drained due
to the fact that they had to struggle within their organizations and outside for the general
cause. Instead of having the support they needed from their male colleagues, they were
accused of being Westernized and adopting “Western White Women’s feminism” which
helps to sustain the imperialist ideology. Because these women are committed to the
overall educational and social change goals of the organizations they work for, they are
often reluctant to give priority to gender issues. They feel that such “personal” issues
must take second place to the larger social project, or issues of oppression that affect both
men and women (Thrasher, 1996, p. 7).
It was very hard to explain why their male colleagues could not comprehend the
reality ofwomen and that liberation will not come automatically or mechanically by
overthrowing the dictator government. As Gramsci argued in his analysis, the changes to
the culture and mainstream ideology “hegemonic culture” need to be accomplished first
before controlling the state. The male colleagues, always under the claim that gender
issues are divisive, accused these women of dividing and weakening the movement.
When gender issues were recognized there were assumptions that all women leaders
involved with women’s work needed more theoretical training than their male colleagues.
No consideration was given to the individual’s capabilities and skills.
This was illustrated with my work with the trade union in my home country
Sudan. There was a long debate about why women wanted to have separate offices that
focused on women’s special issues within the trade union. The men in the union insisted
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that this separation would weaken the movement, and that women's issues were not a
priority at that time. They believed that by solving the problems of the state and the
union, women’s issues would automatically be solved or could be looked at then In
addition to everyday implications this contradiction has for women’s lives, it is also an
indication that Popular Education organizations have not yet found a way to make gender
issues an integral part of their overall change agenda.
Under these circumstances critical pedagogy provides a somewhat incomplete
theoretical framework for poor Third World women's education. In order to make it more
complete, I think that most of all feminist insights should be considered and integrated
into critical pedagogy. However, feminist pedagogy has some problems with
overemphasis on gender issues and mostly reflects Western White middle class women’s
interests and experiences, which were critically challenged by other feminist popular
educators of color (Collins 1991; Hooks 1992; Hull, 1982). Despite this fact, feminist
pedagogy still provides feminist insights for women's education.
Do Women Learn Differently?
Feminist pedagogy analyzes the relationship between gender and knowledge
acquisition. Historically, male dominated institutions took control of knowledge
acquisition: male intellectual traditions identified men with reason and women with
experience and emotion. Male scientists for example, denigrated indigenous forms of
knowledge including oral traditions of knowledge characteristic ofwomen and Third
World countries in general. Feminist theorists are aware of problems with the power of
male-dominated institutions to define ‘knowledge.’ They insist that women’s ways of
knowing be included in the process of pursuing knowledge because men's ways of
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knowing lacks human elements. Belenky, Clinchy, Goldberge, and Tarule (1986) name
men’s way of knowing “separate knowing” because it forces knowers to separate
themselves from the object and only to be concerned with how to master it. They argue
that women's way ofknowing can complement it. They also highlight those women's
ways of knowing, which are intuitive, personal, and subjective, and which value human
relationships highly. Women’s ways of knowing promotes understanding, which involves
intimacy and equality between self and object (pp. 101-102).
At the same time, we should be very careful with these assumptions because not
all women or all men are alike in their ways of knowing, despite the different roles and
values society has assigned to them. The localities of both men and women are very vital
to the way they acquire knowledge. Their life experiences, level of education, class,
religion, and geographical location are all factors that play a role in how they gain access
to different resources.
Feminist theorists are concerned with maintaining the balance between reason and
emotion and with deconstructing the myth that men are inherently rational and women
are inherently irrational. Here the parallel is drawn between formal and non-formal
(FNE) education because it is also based on this dichotomy that formal education,
institutional knowledge, is valued by mainstream philosophers more than non-formal
education, because non-formal education is concerned and focused on the learner’s life
experiences and emotions, as with feminist pedagogy. NFE’s main concern is giving the
learners the skills they need, and because NFE’s activities run for a short period of time
and do not give the learners all the certificates and credentials that are awarded with
formal education to enforce its claimed social status.
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Due to the low social charter ofNFE, and its institutional value, we find that the
target group, served by NFE activities are mostly poor people, and women who live in
rural areas. NFE is very diverse in the educational activities it provides. This makes it
very difficult to assign precise categories. It is more practical to see it in a continuum and
integration, because there are many factors involved in deciding in what direction the
program is going. For example, the initiative of the program, target group, structure,
staffing
...etc. Ironically while NFE does not have a gender analysis, it suffers from being
marginalized in the same way as women.
Gender in Popular Education
Feminist Popular Education developed in the early 1980s as a critique of the
male-biased Popular Education that was dominant in the social movement in different
parts of the world. Feminist Popular Education is rooted within social activism and
democratic organizations of civil society working for the transformation ofwomen’s
lives and conditions. Popular Education practices and the approaches adopted to apply it,
is very much dependent on the context, where, and when it has been developed and used.
It is inappropriate and completely unworkable to try to copy or cookie-cut one model to
be used in a different context because it depends very much on the situation, the locality,
and the reality of the group you work with. As Walters and Manicom (1996) put it:
The differences in the approaches adopted and in the ways of understanding the
educational process are revealing of the extent to which Popular Education
practice is embedded in its social context, as well as within distinctive gendered
cultures and political and theoretical discourses. Recognition of this
embeddedness, cautions against the appropriation, and translation of models of
Popular Education, directly from one context to another, (p.6)
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If educational methodologies are to be effective, they must be critically rethought
and reffamed within their target context, taking into account the broad range of factors
that enable or constrain women’s empowerment.
Feminist Popular Education is characterized by a core of orientation, and offers
the following main characteristics:
It is participatory, democratic, non-hierarchical pedagogy,
It encourages creative thinking that breaks through
embedded formats of learning,
It valorizes local knowledge, working collectively towards
producing knowledge,
It starts from where people are situated, and works to
develop a broader understanding of structures and how
these can be transformed,
It strives to foster both the personal and the social
empowerment,
It focus particularly on the conditions and positions of
women and the renegotiation of gender relations,
It must simultaneously engage with the ways in which the
social categories of race, ethnicity, culture, age, social
class, sexuality and physical ability are implicated in the
construction of gender,
Attention to the feelings and emotions of the learners is
perceived to be critical,
It is working to integrate all aspects of power inequalities
structured along the social identities (Walters & Manicom,
1996, p. 7)
Like feminism itself, feminist educational theory is a collection of different strands of
thought too numerous and complex to outline here (Walters & Manicom, 1996, p.6).
Feminist education involves providing participants with the opportunity to
develop the critical capacity to challenge and transform existing social and political
forms. This approach is called, problem-posing education by Freire; this methodology
requires the group members to determine what matters to them in their own concrete
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situations. This is done through the facilitation of the process of critical examination of
the problem and answering the questions of what are the structures that support this
problem? Is this problem linked to other problems? Who benefits from its existence?
How can the group work to change this problem? And so on so forth.
Feminist pedagogy conceptions of education are similar to Freire’s pedagogy in a
variety of ways, and feminist educators often cite Freire as the educational theorist who
comes closest to the approach and goals of feminist pedagogy. Both feminist and Freirean
pedagogy rest upon visions of social justice and social transformation; underlying both
are certain common assumptions concerning oppression, consciousness, and historical
change. Both pedagogies assert the existence of oppression in people’s material
conditions of existence and as part of coming discourses, but as containing within it a
critical capacity. Both see human beings as subjects and actors in history and hold a
strong commitment to justice and a vision of a better world and of the potential for
liberation (Weiler, 1991, p. 72).
The pedagogy of feminist teachers is based on certain assumptions about
knowledge, power, and political action that can be traced beyond the Academy to the
political activism of the women’s movement in the 1960’s. This same commitment to
social change through the transformative potential of education underlay Freire’s
pedagogy in Brazil in the same period.
Women’s consciousness-raising groups began to form more or less spontaneously
in the northeastern and western United States cities in late 1 967 among white women
who had been active in the civil rights movement and new left movement. Perhaps the
clearest summary of consciousness raising from this period can be found in Sarachild’s
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essay (as cited in Weiler, 1993), “Consciousness Raising: A Radical Weapon”.
Fundamental to Sarachild’s description of the consciousness raising is its grounding in
the need for political action.
We were interested in getting to the roots of the problems in society. You might
say we wanted to pull up weeds in the garden by their roots, not just to pick off
the leaves at the top to make things look good momentarily. Women’s liberation
was started by women who, considered themselves radicals in this sense, (p. 79)
Feminist pedagogy considers the aspect of reliance on women’s experiences and
feelings as a base for the acquisition of knowledge. The focus of examining women’s
own experience came from a profound distrust of accepted authority and truth. In order to
call those truths into question, women had nowhere to turn except to their own
experience.
In the end the group decided to raise its consciousness by studying women’s lives
by topics like, childhood, jobs, motherhood, etc. We’d do any outside reading we
wanted to and thought was important. But our starting point for discussion, as
well as test of the accuracy of what any of the books said, would be the actual
experience we had in these areas, (p. 79)
The last aspect of the consciousness raising was a common sharing of experience
in a collective, leaderless group. As Sarachild (as cited in Weiler, 1993) puts it:
Consciousness-raising was seen as both a method for arriving at the truth and a
means for action and organizing. Theory and practice were intertwined as praxis
(pp. 79-80)
But in action, the goals of liberation or opposition to oppression have not
always been easy to understand or achieve. As universal goals, claiming universal
truth, these ideals do not address the specificity of people’s lives. They do not
directly analyze the contradictions between conflicting oppressed groups or the
ways in which a single individual can experience oppression in one sphere while
being privileged or oppressive in another (p. 72)
Weiler (1993) also argues that: Feminist and Freirean teachers are in many ways
engaged in what Teresa de Laureties has called “shifting the ground of signs”.
Challenging accepted meanings and relationships that occur at what she calls “political or
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more often micro-political” levels, groupings that produce no text as such, but by shifting
the ‘ground’ of the given sign, effectively intervene upon codes of perception as well as
ideological codes. In attempting to challenge the dominant values and to “shift the ground
of the signs,” feminist and Freirean teachers raise conflicts for themselves and for their
students, who also are historically situated and whose own subjectivities are often
contradictory and in process. These conflicts have become increasingly clear as both
pedagogies are put to practice. Attempting to implement these pedagogies without
acknowledging the conflict not only of divided consciousness, what is called “the
oppressor within us” or the internalize oppression, Freier (as cited in Weiler, 1993)
speaks of the tendency of the oppressed needing to fight the tendency to become “sub
oppressors”. He means that the oppressed have only the pattern of oppression before
them as a way of being in a position other than the one they are in. This is the only
model of humanity they know. He writes: “Their ideal is to be men [sic]; but for them to
be men is to be the oppressor. This is their model of humanity” (p.75).
What is troubling is not that “men” is used here for human beings, but that the
model of oppressor implied here is based upon the immediate oppressor of men, in this
case, bosses over peasants or workers. What is not addressed is the possibility of
simultaneous contradictory positions of oppression and dominance. For example: the man
oppressed by his boss, but he could at the same time oppress his wife. The White woman
oppressed by sexism, could exploit the Black woman or man.
Also the conflicts among groups trying to work together to name and struggle
against oppression, among teachers and students, among facilitators and participants, or
among political groups working for change in very specific areas, can lead to anger,
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frustration, and retreat to safer or more traditional approaches. For example, the Sudanese
Women’s Union in its early stages (1952-53) debated which approach the Union should
adopt, services and charities or political causes. This debate, among other reasons, led to
the split of the Umon into two different fractions, around the question ofwhich way
should the Union go in its strategies to mobilize women. The group who could leave the
accepted role from society at the time insisted on the charity/services and preparing
women to be better mothers - they split into two different organizations.
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CHAPTER 4
DESIGN OF STUDY
Overall Approach and Rationale
This chapter will address the design of the dissertation and the different
approaches and methodologies used to conduct this research. The rationale for this study,
the way the site and participants were selected, methods of data collection and
management will be explained. Ethical dilemmas faced during this process, my role as a
researcher/participant and the implications of that role will also be reported. Finally the
limitations of this study will be outlined.
The research was designed as follows: Phase one, interview 16 Sudanese women
activists, Phase two, focus group discussion with seven Sudanese women activists.
Qualitative research methods were used in designing and collecting the data for this
study. Qualitative research methods was the best tool to use when dealing with women’s
life histories, their feelings, and their perceptions of the phenomenon under the study
because it values women’s knowledge and understanding. Qualitative research is process
based. There are no clear answers from the beginning, the researcher gains better
understanding of the topic and develops meaning during the process of the research. The
assumption of the importance of the research process, and the learning that occurs while
being involved in it, match what I believe are Popular Education assumptions in this
regard too. In qualitative research the researcher develops abstracts, concepts, and
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conclusions out of the detailed information and data s/he gathered from different sources.
Popular Education and qualitative research go hand in hand in their basic ideals and
principles. The participants in the study (researcher/researched) are active actors and
equal partners in the production of knowledge, due to the fact that the production of the
new knowledge depends on the willingness and participation of the participants in the
research. The researcher alone cannot create the data needed for the study. It is a two-way
relationship as Hale (1997) argues that the women/person interviewed is the source of the
information, that their testimonies are the truth and the researcher can then take this truth
and attempts to develop or propose a theory that can translate into action. In the process
the researcher and the narrator work together as partners and both of them are agents of
change (p. 16).
Qualitative research is useful for this study because its assumptions allow the
researcher to interact with the participants unlike quantitative research which assumes
that the researcher is independent and unbiased.
Since interest-free knowledge is logically impossible, we should feel free to
substitute explicit interests for implicit ones. (Reinharz as cited in Lather 1991 n
50)
’ ’ F '
No claim that this researcher s intention was to produce value neutral research is
made. This researcher agrees totally with Hesse’s (1980) statement that to produce value-
neutral social science is decreasing by the minute. This researcher strongly believes that a
clear stance, knowing exactly on which side of the fence I was standing was adopted for
this study. As Hesse clearly put it:
The attempt to produce value-neutral social science is increasingly being
abandoned as at best unrealizable, and at worst self-deceptive, and is being
replaced by social sciences based on explicit ideologies, (p. 247)
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A conscience attempt was made to hear all sides and to acknowledge this fact so the
researcher and the participants were freer to voice their political positions and would be
able to take a stand and become an advocate.
The attempt to part from your own experiences as a researcher/activist and as a
human being is impossible; what we need to do as Hale (1997) argues, “Is examine
ourselves and our methodologies in relation to the research topics and to the people who
become our research subjects, to stand apart is “wrongheaded”” (p.4). Qualitative
research methods enabled me to be informal and open to the evolving decisions and
categories that materialized during the study. With qualitative research there is no
confirmed set of categories that are formulated and isolated before the study, but learning
and discovery happen through the study (Marshall, 1995; Creswell, 1994; Patton, 1990).
Working with women, qualitative research was a suitable tool because it allowed
and accepted personal voice, and developed patterns and theories to help understand and
give meaning to a context bound situation (Creswell, 1994, pp. 5, 145). One main
assumption of qualitative research that is very much in line with my strong beliefs and
also with Popular Education is in the value and importance of the process to all of the
participants in the research.
The comprehensive research occurred in western Massachusetts (2001) as a step
toward this dissertation. The energy generated from that process convinced this writer to
continue the pursuit, focusing on refugee women activists and getting a better
understanding of the women’s activism in general and Sudanese refugee women in
particular, and to explore further the possibilities of using Popular Education by Sudanese
refugee women activists. Making the refugee women activists the core of this study was
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had been thought about for a long time. Since working with refugee women in the camps
in Sudan, and becoming a refugee myself the need for this research with refugee women
activists had increased. Listening to women’s stories about their journeys of becoming
activists during the pilot study revived my spirit and energized me to continue. The
impact this new journey through the Sudanese refugee women activist’s life stories has
had on this researcher and on other people has been positive. Their recollection of events
was never questioned; accuracy of these events was inconsequential. More important was
these activists’ interpretation of what these events meant to them and how these events
impacted the formation of who they are. There was no reason to believe that they were
not telling the truth, and this is why the same methodology was used with the activists in
this study.
Data Collection
Interviews
Interviews were the main tool used to obtain information for this study. One-on-
one, one hour or more interviews were recorded depending on the willingness of the
participants. The sixteen interviews were the main source of data for this study. The
interviews took place in Cairo, Egypt. A guided open-ended set of questions was
developed to collect the information needed for the study. The questions were designed in
a way not to limit the flow of information They were “informal conversational
interviews” (Marshall & Rossman, 1995, p. 80). All interviews were conducted in Arabic
then translated to English. Listening carefully permitted the line of questions to be
changed if needed for clarity or understanding by the interviewees. Using interviews is
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not the perfect way for obtaining data it gives a good history and works well when time is
an issue.
Originally twenty Sudanese women activists were to be interviewed, but only
fifteen were available and willing to participate. The interviews were conducted in Cairo,
Egypt. Also one interview was added that occurred later with a Sudanese woman activist
who lives in the United States. Communications began during a visit to Cairo in 1997
while discussing the idea for this research with some Sudanese activist friends who live
and work there. Dialogue continued with these friends using email over the Internet
asking for their help and assistance to negotiate access and identify the target group for
the study. Resources were limited for field work. Since my intention was to learn from
the participants and share ideas with the parties involved using what is known as a
“dialogical” style of interviewing which helps both the researcher and the participants
develop an understanding of the topic under investigation.
Typically, qualitative in-depth interviews are much more like conversations than
formal events with predetermined response categories. The researcher explores
the a few general topics to help uncover the participant’s meaning perspective, but
otherwise respects how the participants frames and structures the responses. This,
in fact, is an assumption fundamental to qualitative research- the participant’s
perspective on the phenomenon of interest should unfold as the participant views
it, not as the researcher view it. (Marshall & Rossman, 1995, p.80)
The interviewees perhaps did not give all the information they knew about the
subject, but they were very open and willing to participate and share. In the case of the
Southern Sudanese, thee was some doubt whether this researcher would be accepted and
if the participants would open up and share their experiences. Due to the war situation
and the mistrust that had colored the interaction between Northern and Southern
Sudanese for years this researcher was very surprised by their openness and how quickly
trust developed. One of the reasons for this is was the recommendation of trusted friend
82
who works closely with the Southern Sudanese in Cairo, and who opened gates for this
researcher to get access to this group. Then this participant helped me to get access to
other activists. Some of the activists from the North were known to this researcher from
working with them back home in Sudan, they in turn introduced others. The interviews
took place in different locations in Cairo depending upon the participants time and
schedule. Some interviews took place in their workplace, in their homes or at their
organizations. All interviews were done between August and November 2000. Eleven
interviews were taped and four were written because there were no more tapes. To
conduct the interviews at work locations had some disadvantages because we were
interrupted so many times and had to repeat more than once parts or the whole interview
at times. Also the flow of the interview was cut off due to these interruptions.
Focus Group
A focus group of seven Sudanese women activists was formed in the city of
Philadelphia in the United States. The primary reason for forming this group was that an
individual interview model might not reflect well the potential for using Popular
Education, because Popular Education is based on a group model format. The idea
developed to have this focus group as another source of information but also to establish
the focus group as a future venue for the continuance of this research with these Sudanese
women activists. The focus group was designed to obtain information about the ways in
which these activists conduct their work and if there were any Popular Education models
used. If not, then how to introduce Popular Education methods to use. The process was
recorded and the learning process was facilitated and documented by the writer. There
were two meetings of the focus group. The first took place on October 7th 2001 and the
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second on June 22nd 2002. Depending on the participants availability there were five
participants in the first meeting and five in the second meeting. This focus group was
formed through phone calls and two personal visits. Since email access was limited the
group decided to stay in touch by phone. The group suggested keeping a log of the events
and the minutes of their meetings as a way of keeping the researcher informed. One of
the group members volunteered to take on this responsibility, but this never happened.
The participants in this focus group are activists who are known by the Sudanese
community in Philadelphia and very involved in the social and political activities of their
community.
Selecting Site and Population
Qualitative research inquiry methods typically depend and focus on a relatively
small sample, which is the case in here. The sample totaled 23 participants. Purposeful
sampling was used to select these participants because this approach was appropriate to
the study and the resources available. According to Patton (1990): “The logic and power
of purposeful sampling lies in selecting information-rich cases for study in depth” (p.
169).
Snowball or chain sampling and opportunistic sampling were the two major
methods used in this study to select participants. Opportunistic sampling was used
because this researcher would only be able to conduct this study during one period of
time. Opportunistic sampling enables the researcher to take advantage of new
opportunities during actual data collection which may open the door for the researcher to
make on the spot, in the field decisions whether to add or observe other participants while
the field. This method was very important to this research because the participants are
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refugees who could be relocated at any moment. Five of the original participants were
relocated in another country before the research could occur.
Snowball sampling takes place when participants are selected by word of mouth.
It happens when the researcher looks for information rich cases by asking people who
know a lot about the topic or are well situated in the field of the study. This approach
worked very well for this study. The ball gets bigger and bigger as the researcher
accumulates new information-rich cases. A few names are mentioned repeatedly by
different informants and those names then take on a special importance which helps to
bring the number of accumulated names down.
The chain of recommended informants will typically diverge initially as many
possible sources are recommended, then converge as a few key names get
mentioned over and over. (Patton, 1990, p.176)
Sudanese refugee women in Cairo were chosen for this study because they are the
largest opposition group outside of Sudan. This was a major factor in the decision to
choose Cairo as the site of this study. Having a large number of different opposition
groups helped diversify the sample and provide opportunities to interview women who
were involved in different activities. Egypt is a second home for me; I am half Egyptian
and still have family there who helped by providing lodging and food. I am very familiar
with the city of Cairo and can easily find my way around. This helped me tremendously
to locate participants addresses. I have been politically active and am known to many
people in Cairo and have good contact with many Sudanese refugee women activists who
live there with whom I have made contact and had long discussions about my study and
they were very exited and willing to help. These contacts helped me to negotiate access
with informants who are actively involved with the Sudanese community in Cairo.
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Table 1. Time Line for Field Activities
Task
Pre-Field
Events
1. Contact Some Key Persons to discuss the proposal idea
through email
2. First Trip to Cairo confirm contact and identity key
interviewees
Date
May 1997
October 1997
Field Trip 1. Contacts with the interviewee to prepare for the interview
2.
Conducting the interviews
May 2000
August-November 2000
Focus Group
1.
First meeting
2. Second meeting
October 2001
June 2002
Data Management and Analysis
Qualitative research produces a huge amount of detailed and complex information
that is not yet ready to be converted into standard measurable units, from which the
researcher develops concepts and theories. According to Marshall and Rossman (1995):
Data analysis is the process of bringing order, structure, and meaning to the mass
of collected data. It is a messy, ambiguous, time- consuming, creative, and
fascinating process. It does not proceed in a linear fashion; it is not neat.
Qualitative data analysis is a search for general statements about relationships
among categories of data; it builds grounded theories, (p.l 1 1)
The data has been manually controlled and analyzed. It was easier to do so than try to
learn a new program at this time. The data collected from the interviews was managed by
recording it onto one-hour audiocassette tapes that are dated and labeled with each
participant’s name. The meetings with the participants in the focus group were audio-
taped and labeled noting each meeting date and location. The tapes were reviewed several
times, then transcribed onto note pads. The hard copies were read numerous times to
obtain the imbedded information and to familiarize the researcher with its content.
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After emerging themes were colored coded and separated into different
categories, a word processor was used to enter the information for each participant.
Although this is a time consuming and tedious process. Seeing the data in different colors
and observing and comparing the similar colors emerging and coming together created
the visual effect this researcher needed to make connections, observations and have an
overall sense of the data. All the quotes were translated from Arabic to English.
Ethical Consideration
As a researcher the need to be aware and mindful of the fact that when conducting
any study the participants must agree and be willing to participate in the study was
essential. All participants knew what this study was all about and why it was being done
and how the information collected would be handled and who would have access to it. A
letter of consent was developed and presented to all participants and the gatekeeper of the
different organizations in the field. This process was used in two field visits to Cairo in
1997 and 2000. Developing trust was a very important aspect ofmy fieldwork;
explaining who the researcher was and why this study was being conducted were very
important in easing the suspicions around the research. Without trust, there was no way
for the research to happen, especially when conducting face-to-face interviews; but also
when dealing with participants from Southern Sudan considering the long history of
mistrust between the North and the South because of the civil war. The participants
would not have shared their life histories without having established a trust in the
researcher. One participant explained that in the beginning she was not welling to
participate but after talking to a friend of the researcher whom she knew and after
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discussing the reason for the research with me on the phone she felt it was okay to be part
of this research and she was very helpful in convincing others to participate.
Confidentiality was another ethical question that needed to be addressed
Confidentiality and trust are two faces for the same coin. Ensuring the confidentiality of
the participants and the information collected helped to affirm trust. Pseudonyms were
used for all the participants and/or the organizations that came under the study, even
when participants felt it was all right to use their original names. It was very difficult to
use the organizations names or even use pseudonyms because the number of Sudanese
organizations is very limited in Cairo, so the descriptions of the organizations, such as,
church organization, political party, or service organization and so forth was used.
Role of the Researcher
As a Sudanese refugee and an activist, this researcher has a deep-rooted wish to
find ways to empower and change the situation ofwomen in general and Sudanese
women in particular. This researcher’s gender, political stance, and exile situation have
kept this study and my commitment to working with women in the forefront. Different
pilot studies and research evaluations on refugee leadership and empowerment have been
conducted. The need to identify and link with other refugee activists, especially
Sudanese, and to be able to help in defining what activism means to us, and how we can
keep our involvement with our communities is an ongoing process. This study is the
beginning of other work and research that will follow.
This researcher, as a female activist, has experienced sexism, classism, ethnicity,
locality differences and discrimination in the different organizations; adding race to those
isms while living in the United States created a fierce desire to conduct this study. As an
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example, while an active member and leadership trainer in the democratic alliance in
Sudan my responsibilities included training and teaching new union members leadership
skills and techniques The leadership of the organization, which happens to be male
dominated, decided that female members needed special attention and should attend 101
level training no matter what their level of leadership or skill in the organization. By
default, because you were female, you had to do this training. These experiences were not
isolated events; women in different organizations and working at different leadership
positions experience the same sort of discrimination depending on the their class,
education, race, and locality (urban vs. rural). Questions that needed to be explored were
to what extent the different isms were operative in the context of being a refugee activist
and how much constraint this combination of isms created in preventing refugee women
from reaching their potential. Also this researcher was eager to find out how these
refugee women interpret the political context of their situation in relation to their
activism.
This researcher is fully committed to this topic and the study, it is my agenda, my
interest, and my dream. My presence is clear and as Marshall & Rossman (1995) said, in
qualitative research the presence of the researcher as part of the study is fundamental:
In qualitative studies, the researcher is the ‘instrument’: Her presence in the lives
of the participants invited to be part of the study is fundamental to the paradigm.
Whether that presence is sustained and intensive, as in long term ethnographies,
or whether relatively brief but personal, as in in-depth interview studies, (p.59)
At this point in time and history of the development of social science and within
this period of increasing alternative ways of knowing the focus has shifted, as Lather
(1991) put it: “Are the data biased?” to “ Whose interests are served by the bias?” (p. 14).
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The role of critical researcher/intellectual in social change has been written about
by many different philosophers and researchers (e g., Freire 1996, 1997; Giroux, 1985;
Mayo, 1999; McLaren, 2000). The researcher/educator must be a committed, full
participant in the educational process. S/he has a great responsibility to actively direct
the pedagogical process. The researcher is politically biased to the oppressed, or as
Lather (1991) uses the reference “oppositional”
. The progressive researcher is
responsible for helping the oppressed develop their own voice, for encouraging them to
get out of their passivity by get them fully engaged in the process, and by doing it with
them, not for them.
This researcher learned from long activism experiences to control my own agenda
and to be very flexible and patient waiting for others to present themselves, therefore this
researcher was able to change questions or rephrase them in a way that was possible for
participants to understand. This researcher developed the skills to be a good listener and a
sensitive person with respect for other people’s perspectives. Coming from this
viewpoint, it is important to note that empowerment, for this researcher, means a process
that one undertakes for oneself. Therefore it cannot be done by others; “to” or “for”
someone.
The heart of the idea ofempowerment involves people coming into a sense of
their own power, a new relationship with their own contexts. (Lather, 1991, p. 4)
To understand a phenomenon as Patton (1990) stated, you need to be part of it, but at the
same time remain separate.
To understand a world you must become part of that world while at the same time
remaining separate, a part of and a part from, (p.199)
92
This is easier said than done. But by following the research methodology stated
previously consistently throughout the study, the trustworthiness of this study is very
high as Rallis and Rossman (1998) stated:
Our position is that appropriate standards forjudging the value of a research
project depend on the assumptions you make about inquiry and how consistently
these assumptions are played out in the project. This determines the integrity of
the project- its wholeness and its coherence. Integrity, however, also implies
soundness of moral principle - the ethical dimension that constitute the second
element of trustworthiness, (p. 43)
Limitations of the Study
The limitations to this study are that it is site specific, focusing on Sudanese
refugees in Cairo and not on the whole country of Egypt. It deals with a small number of
people and this fact makes it difficult to generalize the findings. This study is also context
specific, so that it would not be possible to copy it to other situations without adapting it
and making adjustments for a new situation. Besides personal biases, time and budget
were major issues. It was not possible for this researcher to travel and stay in Egypt for
more than three months, nor could leave be granted from my job. This factor pushed me
to focus only on Sudanese refugee women who were highly involved in their
communities, and to choose a small number of these women activists to be interviewed.
The total size of the population of my study was twenty-three participants, fifteen ofthem
live in Cairo and eight in the United States.
Another limitation to my study was the turnover of the refugee women activists
due to their resettlement to other countries. Original contacts were made two years ago
through some key informants. A number ofwomen activists were identified as
participants to be interviewed, but by the time this researcher returned to Cairo to do the
interviews many of them had left Cairo for another country.
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CHAPTER 5
ACTIVISM, EXILE, AND IDENTITIES
Every person is the right person to act. Every moment is the right moment to
begin.
(Jonathan Schell, quoted by AFSC, 2003)
In this chapter the write will explain the journey taken with the sixteen Sudanese
refugee women activists interviewed in Cairo, Egypt and the focus group comprised of
seven refugee women activists in the United States. The stories of these women reflect
not only their migration experiences but also the experiences that brought them to where
they are today. The stories of these women describe the events and learning that occurred
in the course of their journeys and revealed their evolution through the years. The ways in
which the data was interpreted and analyzed will be described. This chapter will be
organized under the different themes that came out of the information obtained in the
interviews.
The following will be discussed: Presenting these activists perceptions of
activism, roots for their activism, the role of extended family in their lives and their
activism with an emphasis on the dual role the family male figure played and their
influence on these activist’s lives; the main themes and issues that evolved from the data
such as, the impact of exile on their activism, their feelings of Isolation and emptiness,
the confusion of identities and the depression resulting from that and the hardship of
starting in a new environment; the issues of living in Cairo and the coping mechanisms
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they developed and how that had helped them to change roles from what their roles were
before their flight; the turning point for these activists and when they became gender
aware and how this impacted the relationship between their issues as women and the
political issues for the general population; the factors that helped or hindered their
participation within their communities.
This Is Who We Are
To get in the context of these women's life experiences and to have some sense of
who these women are and what experiences they have had that helped to shape their
realities bringing them to where they are today, a brief biography is included in this
section. One main factor they all share is the migration experience and living in exile. It
was very obvious that the experience of migration played a key role in disrupting and
determining the course of their lives to date. As Epsin (1999) has stated very eloquently
in her book, “The migration event disrupts and determines the life course of the women
involved” (p. 13). This researcher will attempt to shed some light on their very rich lives
by introducing them quickly but am not claming by any means that this will do them
justice.
The sixteen women in this study are an ethnically mixed group from different
parts of Sudan. Their ages range from 31 years to 53 years. All ofthem are educated to
some degree. The minimum years of schooling was 12 years and the highest level was
Master’s degree. All the women in the study were working outside of their homes before
they came to Cairo, Egypt. Five ofthem were high school teachers; two were medical
doctors, one actress, one journalist, two worked as administrative officers, two
economists, one lawyer, one pharmacist assistant, and one trade unionist. Some of them
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had found jobs when they came to Cairo, but some ofthem were working fully with their
communities and living on the UNDP allowance for refugees. Two of the women in the
study are divorced with children; two are single women, and the remainder are married
with children. All of the participants in this study are affiliated with an organization
and/or political party. These organizations fall on the continuum from church/charities
orgamzations, Human Rights, Women’s Training, Women’s union, to political parties in
the opposition. Two of these women were not actively involved with their community
before they came to Cairo. One of the women was bom and lived her life in Cairo.
Roots of Activism
Perception of Women’s Activism
The questions ofhow people become activists, why they get involved, what that
means to them, are questions that preoccupied this researcher for a long time. Although
an activist myself, I could not answer all these questions. Why does one get involved
even though other siblings from the same family do not? What makes some members of
the same family, that basically grow up in the same house and very much were in the
same environment to be different from each other? And so many other questions kept
coming to me and I am still struggling with to date. Most of these women started on one
issue and continued with other issues that evolved out of that particular event. The way
these women were socialized and the influence of networks, of family members (a
brother, sister, father, friends etc), and school encounters with others who were coming
from lower classes and poor neighborhoods, especially public schools where class and
ethnicity are very distinct, had a lot to do with the levels of their politicization and
awareness they developed. Naples (1998) argues that community activists develop their
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“political sensibilities” in community with others; this process is impacted by early
childhood encountered in which they circulate as they age. This is very true in the case of
the women interviewed for this study. Even when they insisted in the distinctions of the
social services they provide and their political stand, it is difficult to differentiate if they
are acting and/or starting from their social identities as (mothers, sisters. Southern,
immigrants, poor, or minorities, etc) or as constructed by them being in their specific
communities. These women activists, in their pursuit of assistance and social services
from the Egyptian government and UNHCR for their children or communities, are taking
action and public stands characterized as being highly politicized. Even when they insist
in their analysis that they are trying to serve women in general, and are requesting social
services and not being political. When asked ifwhat they are doing is not political, all of
them agreed that it is. Naples (1998) stated:
Their socialization and social networks are shaped by their structural positions as
women with specific racial-ethnic and class background as they are embedded in
different regional and shifting cultural context, (p. 332)
Naples emphasizes the importance of understanding how activists come to identify
themselves with varying communities that shape their evolvement through age, and in
their daily lives. This understanding is key to figuring out how and why these activists
become able to make the links, and be aware of the relations of domination that shape
their lives. Eventually they became committed to the struggle against inequalities (p.
332). This analysis makes sense in understanding from where these activist’s are coming,
and what bags they are carrying while they are involved with their community. As Naples
put it, it is essential and very central to the inquiry of women’s political praxis to look at
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the reason of their actions, “As embodied in social identities, as constructed in the
community and as a site of inquiry” (p.341 ).
To understand the positions of these activists and to record their own voices and
definitions of what activism means to them was important for this researcher. But it is
also important to mention that these positions are very dynamic and are always
intersecting each other. These women activists could be at different locations at the same
time, they move in spirals or circles rather than following a linear pattern. This is why it
is very difficult to say if the knowledge gained or the stand they took was the result of
this particular point in time of analysis. This approach makes it unstable and shifting all
the time, but it is very helpful to examine it from all different levels. One interviewee
explained:
I learned a new way to do activism from Azza. By being around her, talking
together, and sharing our experiences with other women. I grew and developed in
both my personal and political awareness. I understood more the bigger picture
and the relations of all that is happening in the larger community and the world
and to what I am doing to improve the lives of the Sudanese women in Cairo.
This was not the only impact I had, there were other events and people who
influenced my path of growth. (Hind)
How people become who they become is psychological in nature, but one that
also possesses sociological and philosophical dimensions. Garland ( 1988 ), a writer and
editor for consumer and environmental advocacy organizations in Washington, D. C.
argues in her book that:
It is philosophical because each of these women speaks of the way in which her
activism has informed a sense ofwho she is, and of how her actions are grounded
in dearly held principles ofjustices and equality (p. xv)
This researcher has been involved with issues concerning women for many years
including working for the Sudanese Women’s Union and other efforts in my community.
Sudanese women have been involved in the political and social aspects of their
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community during the past and recent history. Since the early fifties they were involved
in, and part of the struggle of the national movement against the British colonial power
and against the different dictator’s regimes that came after independence from the British.
As Dr. Rogaia (2002) argues, political participation and involvement ofwomen during
the Intifadah (the uprising that toppled the dictatorship regime and gave rise to the
democratic period (1985-1989) in Sudan) had created a base for the migration of many
women to America. After the Intifadah was defeated by the current regime, political
migration was not limited to men any longer. The strong political agenda behind the
reason to migrate for Hanan, one of the women interviewed, and others who form a North
American refugee community whose female members advance an oppositional vision for
Sudan and their place within it, is a reflection of these women’s political participation (p.
96).
This argument is valid in Cairo also because many of the women interviewed for
this study were politically driven even when some of them insisted that they did not want
to be part of any political party. They wanted to help women but they did not want to do
this work through a political party agenda. They wanted to serve women even though
they vision that path using their political ideologies, but they feel they are free to help and
their accountability is for the women they are serve and not the party. The fact that these
women are refugees in Cairo is political in itself.
Most women activists become involved by accident (Accidental activism), they
do not have the intention of getting involved. Something happened that made them angry
to the extent that they felt they had to do something about it. The recognition that
something was radically wrong, was terribly unjust, and disparities existed in the services
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provided ran throughout the stories of these ordinary women. Anger, despair, and the
need to change were common factors and important forces getting all the women
involved in the actions they were taking Also because these women were educated, they
had the feeling of duty to help other women who were less fortunate. For example:
Garland (1998) reported: woman activist Cathy Hind became very angry when she
recognized that a waste dumpsite was polluting her community water supply. She was
angrier still when she realized how little the government seemed to care. She had learned
to express her anger with frankness: “It makes me think that, damn it, this is America,
this stuff shouldn't be happening” (p. 105).
Women activists find that they need to have enough anger to sustain them in
working for change. The anger must be sufficient to overcome their fear in the face of
harassment and ridicule. Also fear sometimes can lead to despair. That can be the reason
for some women to get involved. As some of the activists in Garland’s (1998) book who
were involved in the Greenham Common movement against the U S. nuclear missiles to
be installed in 1983 on the U.S. air base in Greenham. Each said in her own way that: “I
had joined the peace movement out of sheer, total despair”(pp. 134-144).
The anger and the despair come from the perception that they do not control their
lives and that they consider themselves powerless. The realizations come when they
begin to empower themselves by taking control and working collectively; most of the
women in this study became active and involved because they believed that they are more
privileged than other women by being educated and that it is time for them to pay back to
their communities. Living under the oppression as a woman from a very early age helps
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to build and develop our awareness as females and get us involved with the first
opportunity.
Evelyn said in the beginning she found that she needed to start with herself then
invite other women to join her. In the beginning she just wanted to chat and release her
frustration with her situation, share her experiences with others and get support. When
other women heard her story they also started talking about their situations and
experiences with exile; from there came the idea for them to establish their church group
and then gradually new ideas were brought up to help themselves cope with their new
situations. It was very important for me to understand and know from where these
women were coming, their background and their location, how they were raised and what
they perceived had influenced them to be who they are. For some of them being active
felt natural. It was their life style.
Azza stated:
It is very hard to say why I became an activist because there are no rewards from
the society, there have been times when people said to me you should just
concentrate on your family. I would love to do that one day but it is very hard to
give all that up. I believe one main reason is that both my parents were very much
active and involved. They taught us from a very early age about justice and
history from our perspective and not from the colonial dictator. It felt natural for
me to be active. It is not a conscious decision; it depends on how your parents and
other mentors shape you to be concerned about the world. It is really a key factor
being from a Third World country. This gave me a different perspective on life,
seeing firsthand how the majority of people live in impoverishment and cope with
the injustice has shaped me.
All the women involved in this study found it difficult to pinpoint the reasons why
they became actively involved with their communities. They mentioned different reasons
but one shared by all of them was the way they were raised having a lot to do with how
they perceived reality. Raga mentioned that she started when she was very young. For
her, human justices and equality for all people were her main concern. Gradually, while
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she was growing up, she began to notice the discrimination against women from the
treatment and what was happening to her mother and other women in her life, specifically
how men were cultivating most of the privileges of education and services compared to
the females in her family. Raga felt she was very lucky when she joined the communist
party (SCP) where women’s issues were looked at seriously and SCP was the first party
to open its membership to women. She said she still remembers her readings from Karl
Marx and Lenin about women’s situations and how housework deprived women from
public life and interaction with the larger community which results in women being
backward.
Naples argues that women activists develop a deeper understanding by reflecting
on specific experiences or struggles before they take effective action. These activists also
develop a deeper understanding of the processes in dialogue with others who may be
experiencing similar troubles or who have otherwise developed a broadened analysis of
specific problems. This argument is valid but it does not occur in a liner way; activists do
both actions and reflections without stopping to think that they are reflecting at that
specific moment. Usually they share with each other and other women their experiences
learning from each other in that way.
The Role of Extended Family
The role of the extended family in the lives of the women in this study is highly
significant. There was no exception. The influence of different family members was a
critical factor for all these women. This influence would determine when the women
would be active or slow their activities or quiet their activism at some point in their
journey.
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My dad was not an activist or a politician, but he was an open minded person who
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The way in which these women activists were socialized in their early childhood
was very important to their learning process and the development of their political skills
and sense of belonging because they worked with their communities and learned by
doing the different activities with their community members.
Community activists develop their political sensibilities in community with others
and, ... the process of politicization is influenced by early childhood socialization
as well as the social networks in which they circulate as they age. (Naples, 1998
pp 332)
The value system of an extended family structure, such as helping people in need,
giving up your personal passions and space for others, and the value of communal living
with the understanding that your community was your safety net. This extended family
structure creates a culture that values community participation; this participation is a duty
and not a privilege. Set by example all of these women explained that they grew up in
families where they lived with two or three generations. They also grew up with family
members who set examples for them.
Our house was big. My father was always responsible for someone’s education
and well being from our extended family. This kind of environment in my home,
made me believe from a very young age that I was responsible for the well-being
of the others, and not just mine. (Azza)
These community values go beyond your family. If you can offer help,
you must do it. It is not important, who the people are to whom you are offering
these services; what is essential is to offer the services as long as you can.
Our house was always open, food was prepared and served in large
quantities, and we never knew everyone who was there in the guest section. For
us this was a duty. (Asma’a)
The Dual Role of the Male Figure
For all the participants of this study, there were a number of male figures who
played a dual role as a positive and/or a negative influence on their lives. With no
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exceptions a male figure, especially a father, were mentioned by the participants in this
study as being an influence on how they perceive community work, which is helping
others is a duty that needs to be done, but also to be the buffer between them and other
male and female family members who disagree with their lifestyle. I personally
remember my father’s support of me when my brother tried to impose on me how girls
should behave; my dad told him as long as I am alive no one has the right to tell her what
to do. Little things like that helped to move me in the direction of my freedom as a
female and gave me the courage to face challenges outside my home.
My dad had brought us up with a lot of encouragement for education, he told us
there is was no limit to our potential and that the sky was the limit. My dad was
my friend, this helped me to love reading literature and poetry, this opened a
whole new world for me. (Alawya)
Mothers sometimes were very worried about their girl’s involvement and were in
some cases part of the discouragement of their daughter’s involvement. Mothers play the
role of the gatekeeper of the culture. They are responsible of rearing their children, if they
do not succeed in bringing up their daughters in the manner required by society then it is
the mother’s fault. For this reason, mothers are very keen to obey what the larger
community is asking of them. I remember my mother used to tell me with such attitude
you will never get a husband, you are out of control, you deal with politics, you act like a
boy, you are outspoken and aggressive, no man would want to deal with a girl like you.
Even though my mother is an educated woman and she was working outside the house,
which is not the norm for her generation. She was also a strong woman with a voice in
the family, but still she wanted me to behave the way society prescribed.
Despite the fact that my father was an army officer, and he was an officer inside
the house too, but he was more understanding ofmy activism than my mother.
Mom used to call me ‘wild woman’. She said to me, “Do you want to be a man?
God created us different and you want to change that. Politics is for men.” (Hind)
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Husbands were mentioned as a helping figure for some of the married women
activists in this study and a hindering factor for others and as both for some. Of the
fourteen married activists in this study, ten husbands were politically active, all of the
husbands were involved with the opposition parties in Cairo.
For Azza, her husband’s support, both emotional and financial, makes a huge
difference in how much time and energy she can devote to her community work. Suaad
decided to get married quickly so that she could live with her husband and get away from
her family’s control due to the fact that her husband was also politically active and he
believed in women’s equality. For Suaad this was when she came out publicly to her
family about her political activism.
In Hiba’s case, if not for her husband’s involvement with the opposition group,
she would not have joined this political party. His active participation and the need for a
female cadre were reasons to encourage Hiba to join the party. Even when husbands
theoretically believe in women’s equality, the reality is, we live in a society that expects
certain roles for each gender and these husbands were socialized in a society that gives
them the upper hand. This foundation makes these husbands and males in general swing
between the liberal and conservative figure all the time, depending on the situation and
how strong they are in expressing their stands towards women’s liberation genuinely. For
example one of Suaad’s friends mentioned that when her husband went underground and
she was the sole person responsible for their children, when they visited with him and one
of their kids did something wrong, her husband said ‘you are the product of a female’. It
comes out in small things here and there.
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This environment has pushed some of these activists to slow down and/or stop
their activities for some years when their husbands started their careers as professional
politicians, or when they had their children and they were still very young. A number of
these women mentioned that now that their kids are old enough this helped them to come
back to their activism. Suaad mentioned that due to the situation when her husband went
underground and for the safety of her children and other comrades she had to stop all
activity. Ragaa said when her husband chose to work full time as a politician, she found
herself going back to the role of a politician’s wife to support him and take care of the
kids and the family. She even had to quit her job and travel to Cairo with my children to
join him when it was impossible for him to stay in Sudan for safety reasons.
In one case changing the husband’s political stand was a major factor in her
activism work, Khalida had to stop her activism when her husband moved to the
government side and quit working with the opposition. She needed to stop her work
publicly but she still continued through her job as a president of a college. She eventually
had to leave the country with her daughter and son to get away from her husband.
The Impact of Exile on Women’s Activism
Isolation, Emptiness and Depression
The refugee experience of being uprooted, living in exile outside of their familiar
habitual order, increases their feelings of loss ofhome and community. Migration forced
or voluntary is not the norm for females in Sudan. The presence of a male to protect and
provide for the family is what the community expects. Due to the civil war and famine
the phenomena ofwomen and girls moving alone to safety became more accepted, but
still women who are moving alone are considered reckless and uncontrolled as Abusharuf
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(2002) noted: an elderly woman, who I met in Khartoum, expressed nostalgia for the
good old days, when women were not allowed such mobility. The woman remarked
Sudanese women are becoming increasingly free; they cut all these distances to go to
distant countries all by themselves. I swear to Allah all ofthem are Matalig [A Sudanese
term meaning free or unrestrained]” (p. 93). Since 1989, under the current
military/Islamic regime, women’s status in society has deteriorated with the declaration
of Sharia (Islamic Laws) which hold Sudanese women in a subordinate position
contributing to the increasing numbers of female political immigrants who feel they are
forced to leave Sudan
Under the current regime women will not occupy formal political positions such
as minister. With the declaration of Sharia, which enhanced the guama
[guardianship] of men, women must always have a lower status, (p. 94)
Regardless of how eager or unwilling these women were to leave Sudan, they are
struggling with the transition to a new country and the loss of contact with the people
whom they shared all or part of their lives and experiences creating a feeling of loneliness
and isolation. These women feel tired of all the adjustments and adaptations they needed
to do to cope with in their new environment.
The experience of exile for most of the participants in this study; has positive and
negative impact at the same time. For all of them the feelings of loss, isolation,
depression and the general hardships of exile, the difficulties integrating with their host
communities, the feeling of being a stranger and an outsider and the need to get together
were shared and expressed. Ragaa felt she was very depressed when she first arrived to
Cairo and if she had not met the group ofwomen activists she knew from home and they
all had not decided to meet once a week she might have gone crazy by now. Alexandra
mentioned that:
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I come to meet with our group because I feel home with them, we share ourfeelings and problems, but also we try to work some solutions. I feel I am not
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The continuous feeling of being isolated and a stranger was very true for all participants
in this study.
Iam vety isolated, I have no relations with the Egyptian, not even the neighborsWhen I first came to Cairo I thought this is a good place for my children because
ot the similarities in language and religion. But people look to me as a stranger Ido not know what is the reason that 1 am having a hard time to adjust, may be the
my age because my kids are coping better than me. (Ragaa)
The host community, Egyptians in this case, do not see the difference between
immigrants who choose to come to live in Cairo and refugees who are forced to come.
For the host community they are all strangers. Newcomers to a country, no matter what
the reason for their uprooting and coming to new country (economic, draught, wars, etc.)
they all share some similarities for being looked at as strangers and rejected by their host
community especially if the host community is suffering economic hardship. As Morgan
and Colson (1987) describe it:
Whatever the reasons for uprooting, those involved share some common
experiences as they attempt to reestablish themselves in strange places among
people who regard them as strangers and disturbers of their own peace, (p. 1)
This situation makes it harder for refugees who experience the extreme feeling of
alienation and loss.
The Egyptian society couldn’t help us to feel home. The Egyptians always make
us feel like strangers, they discriminate against foreigners because of this not just
skin color. They remind you at every step that you are an outsider even ifyou stay
twenty years. I believe that Egyptians do not know how to embrace foreigners. I
feel very isolated and under a lot of emotional stress. (Alexandra).
The experience of exile beside its negative unfolds, had also brought about a
significant change and a number of positive outcomes for the women participating in this
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study. All ofthem mentioned the feeling of safety; there is less harassment by the
security thugs for the group coming from the North and no war threats for the ones from
the South or the West. Mobility was another issue for all of them; they explained it was
one main reason for them to be active that they can move around very freely and safely at
anytime. The concentration of Sudanese communities in specific areas made more
accessible for them for activities and political events. The experience of control over their
own lives and the full responsibility towards their family were shared by ail the
participants in this study, even though it is not a complete control but they feel that they
have more say in what is going to happen to them and their families and the decisions
that impact their lives.
The Hardship of Beginnings
The beginning was the hardest part of adjusting to the new life situations for these
women, especially the ones who were very active before coming to Cairo. The activists
were suffering from not being able to continue their work. The activists felt a great sense
of loss and were very sad.
My expectation about the living in Cairo was completely different from reality.
Because I thought we have a very similar culture with the Egyptians, but this was
not true at all. It is very hard to get integrated in the Egyptian community. The
other factor also was that I thought my stay in Cairo is temporary and that we will
be going back to Sudan soon. But we stayed and I thought it is about time to get
involved and be active. In the beginning I was too busy with my every day
problems and how to cope with my new situation, but after some time I gradually
started to get more involved with my Sudanese community. (Hind)
Hammond (2000) stated, “When refugees arrived at their new location, they arrived with
expectations, plans, fears, and dreams” (p 19).
The difficulties adjusting to the new situation were and still are a major issue for
all the participants in this study; the requirement is complex. No matter what the reasons
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or how eagerly and how hard it was thought, immigration and uprooting still produces a
great deal of emotional consequence for the persons involved. Espin (1999) said:
The psychological study of migrations.
. .is first and foremost the study of how
social networks are dissembled and reassembled during the cross-cultural
movement toward incorporating in the host society, (p. 5)
For Sudanese coming from extended family relations where family includes three
generations to an Egyptian culture of the family unit structure especially in Cairo (Urban
context) represents a change in the relationship between husbands and wives, kids and
parents, and other family members. The gender role is dramatically changed for some
families, where women are the breadwinners and the head of the family. This new family
structure also increases the burden of rearing kids on the family unit, which by default are
the mothers. Before coming to Cairo the whole family and the village were involved in
your child’s life, now it is only the mother.
Housing construction and living in a small apartment is another constraint on the
families and the children, because the number of family members living together is large,
so space is an issue for mothers and children because they miss the open space “Housh”
they used to play in and sleep during the night. The loss of social structure, economic
security, and a sense of safety are causing these women activists a great deal of agony. It
takes time to develop new ways of living, swallowing your pride and dropping the image
of your real self to deal with this new reality. It is difficult to tell your children sorry we
cannot afford the standard of living you used to have before. It is really harsh to try to
keep yourself from yelling at the host community and saying, “How dare you to treat me
like a surplus person, how dare you look down on me. Can’t you see I am a full person
and I am a complete human? Do you know what I went through or what I have lost
during my journey to come here? Please show some sympathy and understanding to help
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me grip tight to my sanity.” What keeps me going is the fantasy that this is temporary, we
will be going home soon, but realty hits back hard and after the first year goes by, it was
obvious that we are here to stay. For how long nobody knows.
Sudan for me now seems like a dream, I had to wake up and face the
adjust to it. I had to do that for myself and for my children. (Evelyn)
reality and
The start is always hard; it feels negative. You cannot see beyond your losses
especially when the host community does not seem to understand the reason why you are
here, or evaluates your credentials and gives you the deserved value and respect as an
asset to their community. To compete with Egyptians is very difficult when the job
market is tight; chances are very slim that you get a job in your career or even in
something similar. For white-collar Sudanese professionals, it is even more difficult for
them to change careers or to adjust to blue-collar jobs. Abusharaf (2002) found that for
the group of Sudanese refugee women in North America she interviewed this situation
was true. She argued that “despite the educational achievements and previous
occupational status, however, the fact of being refugees has driven Sudanese women to
accept jobs that they would have turned away from at home” (p. 101). Both male and
female has experienced what Abusharaf calls “forced proletarianization” and were bound
to accept any job to survive and support themselves and their families.
Living in Cairo, Advantages and Challenges
Immigration and uprooting had provided women with new roles and
responsibilities. Despite the economic hardship, terror of war, and emotional turmoil, the
experiences of exile had opened new opportunities and brought to the women new
alternatives. Yudelman (1999) argues that:
Despite the terror, high level of trauma and economic hardship, the refugee years
brought positive experiences to many of the Salvadorian and Guatemalan
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women
.
.
[They were] transformed and empowered by the crucible ofwar andexde. They assumed leadership roles, learned new skills, edu“hem”and
|0)
'r Ch,ldre
"’ and kePl the,r d^ghters in school and became politically aware (p
Abusharaf (2002) argues that migration had brought significant transformations
in the lives of the women she interviewed. These changes include freedom and mobility,
opportunities to work outside the house to secure their financial independence, and
control over resources and their own bodies (pp. 107-108).
This statement proved true for Sudanese women activists living in Cairo. There
are many advantages as well as challenges facing these Sudanese women activists. The
major factor all participants mentioned was safety. This is very true because all these
activists even the ones who are working in charities and social organizations were
targeted by the regime in Sudan. Any organization that was considered not in line with
the government agenda was banned or put under a lot of scrutiny, and the members and
staff were interrogated and harassed. The safety issue works fine as long as the Sudanese
activists are not developing any relations with Egyptian organizations, once any
organization starts a relationship with Egyptian counterparts who work in the same field,
Egyptian security get involved immediately and trouble for both organizations will begin.
One way for the Egyptian authorities to keep control over the Sudanese organizations and
opposition parties is to keep them unregistered. Egyptian authorities have a verbal
agreement with the Sudanese that they can work and security will not bother them. It is
different for church organizations because they work through the church and not as a
separate identity, but still Sudanese charity organizations do not work with other
Egyptian organizations. The reason for this is the difficulties these activists are facing to
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integrate with the Egyptian community which does not encourage them to reach out and
seek to develop such relationships.
Sudanese women activists participating in this study feel that being together in
Cairo is a great plus. This situation had facilitated for all of them from the different parts
of Sudan, especially from the North and South to work with each other and have a better
understanding to their culture differences and the tribal problems at home:
Before I came to Cairo all my information about the South was secondhand frombooks and the media. Now here in Cairo we work together, we live together we
understand each other much better. (Ragaa)
This is true among the Southern groups as well; they are working together as
Southern without the tribal divisions. The situation between North and South is
improving in Cairo; in Cairo all Sudanese are trying to work together against the current
regime in Sudan, but the tribal divisions are still there between the groups in very subtle
ways. There are no organizations known to this researcher that are truly mixed from top
to bottom, even when the services are open to all Sudanese.
The political environment in Cairo is great because all the Sudanese parties,
representing the National Alliance, are having different activities all the time. These
activities help the activists who attend and in turn encourage their members to attend,
creating many opportunities for socializing and organizing. The Egyptian authorities will
never mind giving permission for big events or any organizing to take place as long it has
nothing to do with Egyptians, therefore organizing different events is not a hassle and
safety does not become an issue. It is not like Sudan where it is very difficult if not
impossible for opposition groups to organize any activities or gatherings without putting
their safety and the members’ safety at the stake.
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Mobility is an advantage Being able to move around due to the availability of
public transportation and the degree of safety made it easy for these activists and the
Sudanese community to get to the different activities.
There are many disadvantages to living in Cairo such as being rejected by the
Egyptian community and the feeling of being unaccepted no matter how many years you
live there, or even if you were bom there as of the case ofHind who was bom in Cairo
from Sudanese parents. She stated: “Egyptians will never make you feel welcomed, they
always remind you that you do not belong.” Also the laws and regulations in regard to
citizenship confirms this statement. If your father is not Egyptian you will never get to be
an Egyptian citizen even ifyour mother was bom Egyptian. Politically involved refugees
feel that their safety is not guaranteed if they develop any political relationships with
Egyptian opposition parties or other organizations that the government dislikes. The
biggest fear is that the Egyptian government is willing to sacrifice the Sudanese refugees
and return them to Sudan if they need to strike any deals with the Sudanese government.
This situation makes Sudanese refugees feel that living in Cairo is a temporary and
transitional phase so they do not invest for the long term.
Identity Issues
Identity changes is a whole field by itself, and can be a separate research paper,
but there is no way to study refugees and not come across this issue. This researcher will
not go in depth on this issue of identities, but will try to cover it as simply as possible
because it was an issue for all the participants of this study. In particular this was an
important issue for the politically involved members of this study due to the fact that they
left Sudan for political reasons and they felt their cause was to work towards going back
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to Sudan and while in exile they participated fully in activities related to the liberation
their country.
Time goes by and now all these women are expecting to be resettled in another
country in the Western world. They are noticing cultural changes in their lives and their
children’s lives in Cairo, especially since they believed Cairo is not that much different,
religiously, linguistically and culturally. But the reality was that Egyptian culture was
different and now moving again to a new and very different culture would be a disaster
for their children and they would lose their Sudanese identity. As Rosa mentioned, exile
might have solved our safety problem, but it creates new problems for us and for our
children. Would we be able to come back to Sudan any time soon? What is the use of our
political activism ifwe are losing our children to the new country? Espin (1999) finds
that most refugees and immigrants when crossing geographical boarders rarely anticipate
the emotional and behavioral boundaries they well cross
As migrants cross borders, they also cross, emotional and behavioral boundaries.
Becoming a member of a new society stretches the boundaries ofwhat is possible
in several ways. It also curtails what might have been possible in the country of
origin. One’s life and role change. With them the identities change as well.
Boundaries are crossed when new identities and roles are incorporated into life.
Most immigrants and refugees crossing geographical borders rarely anticipate the
emotional and behavioral boundaries they well cross, (p. 20)
Coping Mechanisms
Refugees and immigrants in general and women in particular need to develop
different mechanisms to help them cope with new situations. In a previous study,
conducted by this researcher, of refugees and immigrants from different parts of the
world, including Sudanese refugees who are living in the United States, the women stated
that they needed to develop different skills to help them get acquainted with their new
situation in the United States. For example, learning the language of the new country.
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wearing pants or clothing that is similar to mainstream culture so that they would not
stand out, learning to drive so they could have better chances to find jobs and become
mobile, and for some they wen, back to school to get training or degrees in the same
profession of their expertise or sometimes in a different field. This was the case with the
Sudanese refugees in Cairo also.
Changing Roles
Because of disruptions before, during and after flight, the traditional family
structure of many refugees is upset. Husbands, brothers, fathers and sons who normally
contribute to the family care and protection are often absent, fighting, killed or looking
for better jobs. Separated from family during the flight, a large number ofwomen find
themselves as single heads of household. This new position requires women to handle
new and extra responsibilities..
For example, the emergency situation in Uganda not only increased women’s
work but also led to less rigidity in the assigned gender tasks for both women and men. El
Bushra (1998) argued that in a crisis situations or as she used the term “complex
emergencies” there are changes in gender relations that are sparked by crisis situations as
follows:
Demographic profile changes: in armed conflict situations, more women
than men may survive;
Expectations for marriage and children: for example in Rwanda there is
discussion as to whether the government should reinstate polygamy;
Changes in division labor between men and women: these changes can be
long term or even permanent; and
Increased political participation and organization: women in particular learn
to gain greater confidence and see the benefits of working with other
women, (p. 4)
116
El Bushra presented the following framework for assigning the types of gender impact
that take place in complex emergencies:
Figure 1. Levels of Gender Impact in Complex Emergencies
In her framework, impact can occur on four levels:
1) Personal level;
2) In the household;
3) At the community level; and,
4) At a National and International level, (p. 4).
Espin (1999) argues that women who migrate from “traditional” societies find
new alternatives open to them in the new country. They are presented with opportunities
afforded to women in the modem world. But the new possibilities that migration opens
up are not limited to women who migrate from traditional societies. Women who migrate
from “ modem” societies may also find that alternatives open up for them in the new
country because of the distance from the familiar environment and, in some cases, from
their families (p. 5).
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This situation was very true for all the women interviewed for this study. All of
them mentioned that a change in their gender role and their husband, for the ones who
have husbands around, was unavoidable. They experienced how their traditional gender
roles had changed. Some of these women mentioned that they now are the breadwinners
for the family, because it was easier for them to find jobs as house maids, or in any other
low paying field that their male partners were not willing to take They said before when
we were in Sudan our husbands or male family members never helped with the children
or around the house, but here in Cairo they help a lot with the children’s home work from
school, baby sitting and making sure the children get home safely.
Different Forms of Education
Education was an essential element in the lives of all the women activists in this
study. For all of them education made them feel that they were more privileged than their
other Sudanese sisters and that they have a duty towards their uneducated sisters. These
women felt they were obligated to pay back by helping their communities and
specifically the women in their community. For almost all ofthem university years or
high school were the turning points in their lives, it was the period when they developed
awareness of the larger community and when they started to link the dots. Historically all
the women s organizations that were formed in the 19-century were founded by urban,
middle class, educated women who wanted to help develop their communities
(Mahmoud, 2002, p. 258).
Non-formal forms of education were as essential to these participants in
accumulating knowledge and awareness as the formal years of education. All the women
in this study had been involved with some sort of non-formal education experience by
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being members of a church group, a trade union, student union, women’s union, study
circle or what was called fractions (a group of people who meet together to organize and
focus before they attended a meeting with the rest of the group to prepare their agenda
and strategies on how to push this agenda).
The women who were/are members in the Sudanese Communist party (SCP) were
very much organized in study circles and fractions. They were trained more than any
other participants in this study. They had to go through a training schedule set for new
members. They continue with their training throughout their involvement with the
different party activities (seminars, workshops, etc.). All the women participating in this
study with the exception of three, had been in a number of workshops and trainings held
by the Sudan Development Initiative Abroad (SUDIA) as part of SUDIA’s proposed
agenda. SUDIA is a consortium of the NGO community in Cairo; part of its mission is to
train the Sudanese NGO community in Cairo be an efficient institution.
Women Activism: Our Own Vision and Definition
Defining activism is the main theme of this study. What activism means for the
women participating in this study is vital for understanding where these women are
coming and where they are going. This area of investigation was very difficult to deal
with and it required a much control from the researcher’s side not to favor a personal
definition. Conscious attention was paid to the inclusion of a group who represented
Sudan as much as possible, ethnically, politically, and socially. This included Sudanese
refugee women who worked with non-governmental organizations (NGOs) and other
civil society groups and women who were actively involved within their communities
and lived in Cairo. With this open definition the list got more diverse and colorful. It is
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very important to note that women groups in African countries evolved and worked
closely with national movements against colonial power. This evolution process makes
these women groups different from women movements in Europe and the Americas. But
it is also fair to say that these women groups while working very closely with political
parties, youth organizations, and trade unions kept their independence. As Mahmoud
(2002) argues:
That history give the African women’s movement a different agenda, different
terminology, and different definition of their feminist school of thought and this is
why it is important to try to understand how African women in these groups
define their activism (p. 82).
The participants of this study defined activism in different ways. Activism for
some of them had to do with being human, helping the people, participating actively in
the issues of concern to others, be it social or cultural. For others it meant having an
impact on the younger generation helping them change, having an impact on the current
situation and helping to change it right now. As Alawya put it:
It is a conscious decision to get involved to change a negative situation. Through
my knowledge about the world, myself, and other people I would be able to get
their attention to the situation.
Activism for some of these women is a responsibility to work with the new
generation who were not likely to witness or experience any of the democratic periods in
Sudan. They feel the burden is on them to change the current situation by working with
the new generation
We, the generation who is lucky to have witnessed two democracies in Sudan
have to carry the burden of working with the new generation that was destroyed
by this current government. I feel sorry that my generation and my mother’s
generation are more liberal and were more progressive than the new generation
which is shaped by the Islamic fundamentalist culture imposed by this current
regime. (Azza)
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For some women in this study their activism is politically focused on changing
the regime in Sudan. In order to do that they had to mobilize the grassroots and all
community members, therefore providing services and social work is a way to recruit
women to this cause. Fatima clearly states it:
For me activism means political actions to change the situation in Sudan this iswhy I am here as a refugee in the first place. I didn’t want to close my law firm
and sublet it to another lawyer, because I know I will be back. All my other
community activity is to help me reach out to the targeted group in the Sudanese
community in Cairo; in this case I am targeting women.
For Mihara it is not changing the current regime but it is the continuous actions to
develop the consciousness and awareness of the community members of their rights; be it
social, economical, or political. It is not a one-time action; it is an ongoing community
building act. Asma a added that it is not building in a vacuum; it is to implement your
political beliefs and stands in life. She said she was here for her political stands and her
political ideology which is helping her to choose the ways for her to be involved.
Activism for all of the activists in this study is the ability to share your
experiences and accept the problems and work hard to find solutions for these problems.
It also meant that, ifyou are an activist you need to have faith in the women you work
with. As Alexsandra eloquently said it:
Sudanese women are very strong no matter what their education levels are. We
are survivors. Any home which is standing solid; this home has a woman in it. We
women worked in and out all through our lives.
The distinction between the political and helping hand approach is very clear
between the activists who are part of Church organizations and/or social services and the
political party affiliates; even though they are all working to help improve the Sudanese
women’s community, but the ideological motive that is driving both groups are different.
This division had its impact on the willingness of the activists from the social and
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charities groups to work jointly with the politically motivated groups despite the fact that
there are many, if not all the founders of these groups (charities or services) coming from
different political back grounds This stand comes from the long history of the division
and split of thought between what you consider politics and what you consider social
services and the understanding that political activism is the one you take to the streets to
change regimes and not the everyday work you do to change people lives, Ragaa
explained it: Being a communist in the beginning was working for political change only
from a class point of view. I believed that by changing the regime and establishing the
socialist community women’s issues would be solved later. Over the years she mentioned
her understanding shifted and she was convinced that women’s issues are very distinct
and need special work and that it cannot wait until the revolution, but needs to be attained
right now. She also believes that both actions can go hand in hand and this is why she
works now with a training/service organization that focuses on women.
On the other hand there are some activists in this study who are against any
political action oriented activities. One of the participants in this study relayed that she
was not willing to meet with this researcher in the beginning because she thought the
study’s primary interest was the political situation of the Sudanese women and that she
had enough of politicians and political games. She believed that all the wrong doings and
the troubles they are in now is because of the political nonsense and now she just wants
to help women from her own point ofview and not from any political party’s agenda.
There is a strong belief that politicians are just talkers and not doers and these activists
who provide services for the community are the doers; they are the ones doing the job
and not just selling the dreams.
122
Most of the political parties had copied the Sudanese Communist Party (SCP)
model to establish women groups that belong to and/or affiliate with their parties. This
happened due to the fact that the Sudanese Communist Party had a long history of
opening up its membership to women since its formation in the year 1946. The SCP had a
real concern and focus on women’s issues and the fact that its female pioneers were the
founders of the Sudanese Women’s Union (SWU) and they work very closely together.
The SWU was the only organization that had membership across the country and
managed to secure a number of gains for the Sudanese women, for example, equal wages,
access to higher education, increase in the marriage age. This situation created an
environment of competition rather than collaboration between these women’s groups
During the interviews for this study, each group was trying to dismiss the validity of the
other group and down-play their achievements.
The Turning Point to Being Gender Alert and Gender Discrimination
When I Became Aware of My Gender Specifics
The awareness of the activists in this study of their gender came at an early age.
For all ofthem it started when they were very young noticing the difference in treatment
between them and the male members of their families. The division of labor and assigned
roles were different for them than their brothers even when their parents were trying very
hard to convince them they were all equal. Still there were different roles and the larger
community would put a lot of pressure on the family to stay within the allowed limit. As
Ragaa said it was very clear to her the way the female members of her house were treated
differently from the males (my mother, my sisters, and my aunts). Some examples of the
difference in treatment reflect on how much control over their decisions in regard of
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education, work, marriage, or even being able to go out alone. Hind was feeling since she
was young that there was something wrong in the way she was treated compared to her
brothers. She kept asking, “Why am I not trusted with my decisions? I am better than a
lot ofboys my age but still I have to be guarded and questioned every time 1 go out Why
do I have to leave my studies and make tea for my brothers, they are able to do their own
tea but my mother wouldn’t allow that?”
Evelyn said that she had to work since she was in the middle school. The fact she
was working and studying at the same time had exposed her to the outside world and to
the larger community and that helped her to learn new ways of thinking and doing, but
that awareness of herself had put her in a lot of trouble with her family. Evelyn said her
family thinks she is nuts because she speaks strange talk. But because her work was in
nursing which is looked on as part of a woman’s job and as a continuation of her female
role and because nursing was also viewed as a service to her community which is in high
demand. This great need for her services and the money she was bringing to the family
elevated some of the pressure. Evelyn’s family thought she was an alien creature and her
mental status not steady due to the discussions she was holding with other family
members about women’s situations and why it was important for girls to go to school and
work.
The increase ofwomen’s participation in the national movement for independence
had increased the women’s political participation in the struggle against the colonial
power. This relationship helped in the creation of the Sudanese Women’s Movement
(SWM). The uniqueness of the Sudanese Women’s Movement as Dr. Mahmoud argues is
that from the beginning the SWM sided with the rights ofwomen to education and to
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working class women despite the fact that this movement consisted of the veiy few
educated middle class urban women. This stand has made women’s and girl’s education
its first priority. Beside that the influence of the growing feminist movement abroad and
the writing of some Arab feminist’s such as, Nawal El Sadawi and Fatima El Memisi, the
dialogue between the different women’s groups has increased. Also the growing
movement to develop the under-developed countries with an increasing number of
programs that are targeting women had highlighted the focus on women’s issues and
problems. The declaration of the United Nations in the year 1975 to declare this year as
the beginning of the women’s decade (1975-1985) had brought the attention of the
signatories of this declaration and their commitment to address women and girls issues to
the forefront. It helped in the creation of a number of civil organizations as its whole
attention was directed toward addressing women’s issues (Center for Women Gender
Studies, Women Studies and Research at UK, Struggle Against Harmful Behaviors).
Although female participation in public life had increased tremendously in the last fifty
years discrimination against women continues to be strong
. Discrimination against
women is found across class, geographic location, and well-educated males and female’s
community members.
Women activists in this study had experienced discrimination just because they
were females at every level of their lives. They all mentioned that they had experienced
discrimination from the larger community even when they were treated fairly equal
within their organizations or at home. When asked the question about discrimination
against women due to their gender, it was very easy for them to pinpoint different
examples of that discrimination. But when asked if they had experienced discrimination
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within their organizations there was a long discussion with some of them before they
could see the subtle examples of that discrimination This was very noticeable with the
activists who belonged to political parties and they believed that their parties were
progressive and they did not want to point any fingers. For example, in the beginning
Hiba said she did not believe that there was any difference in the treatment ofwomen and
men in her party. When asked further questions, such as, how many female members in
the head office, she mentioned one out of seven. When asked what her role was, she said
the social and welfare office, then she laughed because it was clear to her that this was
one example of discrimination.
The members of the SCP were very critical of the party members stands towards
their female colleagues and for most of these males towards their sisters, wives, and
mothers where they do not practice or preach what they believe in. Also the activists who
were members of Student Unions and the Democratic Youth group said they did not
experience any discrimination within the organization but they suffered from
discrimination at home and in the larger society. Azza argues that she had a million
stories to elicit this point. She believes that she was fought at her job just because she was
a woman. She did not believe that the men in her work ever questioned her abilities or
intelligence but they just could not live with the fact that a woman can bring great ideas
and can be the lead figure.
Women are treated as a second class person, for example if a suggestion, idea, or
an action is coming from a woman, men will look at it with suspicion. I believe
that men cannot see good ideas implemented by women. I do not blame them;
they have been socialized this way. This will need at least two to three
generations for these belief systems to clear and change. (Azza)
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Why I Got Involved
Women activists listed a number of reasons why they got involved with their
communities. They felt blessed and privileged compared to their fellow females, and that
they had a chance to be educated therefore it was their duty to help their sisters to learn
and get some education. My understanding for this trend was the history of the Sudanese
women movement that was focused and biased to women’s education from the time of its
beginning. This high value on education also has to do with the social value women
activists put on education. These activists believe that education is the gate to freedom for
women and that by teaching women how to read and write they will be able to leam new
skills and be a part of the economical force in the country.
For all of these activists they felt a great need in the community for their services.
In a country like Sudan when the literacy rate is very high; the few educated women felt
obliged to help their community specifically toward women. Sudanese refugees face a
very harsh living condition in Cairo, especially the ones with no education or skills to live
in urban areas, the ones who came from farming villages. But they were also part of the
general movement for independence and they are eager partners who wanted to get
involved in the development of their country. All the women activists in this study were
part of the student movement in their high schools and universities, and they were also
members of the youth movement; they were very much filled with the enthusiasm of that
generation for social change and for a better future. For the women activists in this study
the way they were socialized when they were growing up, all of them grew up in a house
when one and/or more family members were involved in the community. By family here
I do not mean only the nuclear family but I include the extended family too. Their
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awareness of the their role and their political development also crystal through the
discussion, observations, readings, and dialogue they had with others in their circle
I was impressed by Ali his commitment and devotion to the torture group, andthe long discussion we had about human rights violations and torture he
was my window to see and understand the political connections and the bigger
(ffind)
’
thlS ^^ 1 §0t mV°lved with Sudanese Victims of Torture group.
The Relationship Between Women’s Issues and Political Issues
The stand of the women activists on the question of the relationship between
women s issues and political issues came out during the interview when the participants
were explaining why they chose to work with women. They all had different explanations
of what it is the relationship between women issues and politics. Some believed that
whatever they do is political especially the members of the SWU. They said there is no
question that their work is totally political. Other’s felt that any stand you take in life is
political and there is no way to divide the political, economical and social from each
other. “They are all related,” was the comment by Azza and the other SCP members. It is
very important to work at both fronts, the political and the women’s issues, at the same
time
. “There is no way that working on one front will solve the other,” the SPLA women
committee members said.
When the activists in this study were asked if it was necessary to have a special
focus group or unit or even organization that worked only with women, the answer was,
“Yes indeed because women have a lot of unique issues, even if they are not from the
same class or ethnic group,” but as women we have a long history of oppression which
makes it important to organize as women to strategize how to get more skills and how to
fight as a collective group. It is important to not be afraid to say that we women are
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oppressed and we need to organize to have our freedom and that we are struggling for
equity.
But this opinion was not shared by all of them. Some thought that ifyou are a
member of a progressive group there is no need to have a separate groups just for women
or even to give women special seats (quota) just because they are women. They believe
that women should prove themselves and gain these positions because they are qualified
for them. But some ofthem argue that this approach is not fair because women are not
starting from the same point and that women need to get a signed share until they get to
the stage when they are competing from the same level as their male colleagues.
A number of these women activists claimed that the conservative fundamentalists
who appose women’s rights and freedom had used the confusion ofwhat feminists are all
about to build propaganda discouraging young active women from joining the women’s
movement in Sudan by translating the quest to women’s freedom and equating it with
lesbians, freedom of sex, and hating men. They emphasized the need to develop their
own interpretation of what feminism meant to them and what brand and agenda they had
to be working with, although they all admitted the influence of the Western school of
thought on their stands but the Sudanese women’s movement had these hostile feelings
against the Western women’s movement. As Dr. Mahmoud discussed, the women’s
movement in Africa came from the heart of the nationalist movement against the colonial
powers and the tendency of these liberating movements to the socialist ideologies (pp
105-106 ).
This was not the only reason for young women to get involved with the women’s
movement in Sudan. There is also the generation gap where some young females believe
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that the older generation have a problem with letting go of their leadership and that the
older feminists are fighting them so hard and trying to destroy the young ones who have
strong visions and will not take it for granted, as one of the interviewees in this study
mentioned, about why she left working with SAWA and is working now with the Torture
group. This is not an isolated incident, I was a part of an internet debate and fight
between the SWU leader from the fifties and a young woman activist, who is part of the
SAF group where she accused the SWU leader of being out of date and that she is afraid
to hand the reins over to the younger generation. The SWU leader listed all what she had
done for the women in Sudan and that she is still well enough to lead the organization
and that the SWU is the only organization that can be the umbrella for such a movement,
and that organizations that have no history and have just formed have no right to demand
the same portion or representation as the SWU. This was a very sad and bitter debate that
had clearly highlighted the important to work of bringing the different women’s groups
who are working for the same cause together instead of fighting between each other as
one of the activists in this study mentioned
Women issues are huge. We had a long way to go, we need more women activists
to organized and develop a mass movement. I am not saying this is true only for
the Sudanese women, but this is true for all women in this world. Even the
countries that claim that they are the developed world! Women situation in these
countries are not solved yet. Aazza
“What we are trying to do here is to help educate women about their rights and
explain their political rights and not just develop their skills to find jobs,” the president of
SAWA said. On the other hand the president of St. Mary’s said, “Here in our
organization we are trying to teach women how to survive, I hate politics and we are not
interested in teaching them anything about the politics. Let the political parties do that.”
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Factors Helping Women Activists to Continue
Women activists in this study all mentioned that one major factor that kept them
going was their commitment to the women cause in specific and the human justices in
general. For all of them the huge need in their community for their services could not be
ignored. These women are highly motivated to continue their work no matter what the
returns are, as most ofthem stated they are using their own money and resources to be
able to help out and continue their struggle. As mentioned earlier the support they had
from their families and from each other kept their energy going even at times when they
questioned their abilities and if they would be able to carry the torch. Being in Cairo and
the time and mobility that came with it, had made a big difference in the time allocation
towards their volunteer work with their organizations. Also the presence of mostly all the
political parties of the opposition in Cairo and the many activities they are doing have a
positive impact and a great deal of influence in organizing and supporting the creation of
different women offices and focus groups that are working in addressing women issues
and recruiting activists to their party lines. The large number of undergraduate and
graduate students in Egypt is a lively supply of active, well educated and well organized
young women to the different women’s organizations in Cairo. The turning point in these
activists lives was either during high school or university years where they discovered
their voice and practiced their political and/or social work in an organized way.
This point is very vital to the continuation and the survival of these women
organizations cadre and future leaders because of the fast turnover of the existing
leadership due to the resettlement of these leaders to other countries through the years.
The mere existence of these women groups and organizations was an entrance for other
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activists who came to Cairo after their creations because the new activists arrivals
immediately got involved because they new some of the members of these groups back in
Sudan, or in the case of the political parties they had their branches in Cairo and they
made the connections to their new coming activists.
The most important factor that had brought new activists to the women’s groups
in Cairo and brought back the activists who had been out of the struggle for sometime
due to their safety with the regime or their family’s safety is the experience of exile. As in
the case of Khalida and Ragaa being a refugee and in exile had helped them to get their
interest and commitment back. Living the situation of exile had deepened their
understanding of refugee experiences and sufferings that you live on a daily basis, and
brought both of them back and energized them to continue.
For Hiba being in exile was the reason she started working with the women’s
committee in her party. Before becoming a refugee she was very busy working with the
UNDP making a living and did not have any time to volunteer despite her strong beliefs
that it is important to focus and work with women and children issues. She said that
being a political refugee and the reasons that behind it was a key factor for her activism
Challenges Facing Women Activists
Finances are a major hurdle that the women’s movement in Cairo has to
overcome. Lack of money is preventing these organizations and activists from being able
to grow and develop. With the exception of SAWA the rest of these organizations are
working with no resources at all. Adding to this are the harsh living conditions for most
of these activists and the Sudanese community making it even harder for them to
contribute their own resources and put a strain on their families. The effect of this
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situation is very harmful on relationships and emotional well being of these families. In a
number of severe cases these harsh conditions were reasons for divorce. But also it makes
It difficult to organize because the women are working longer hours each day to earn a
living and they have no time to attend other activities.
Extended family members are still interfering with some activists. They
mentioned that their brothers and relatives keep bothering them and asking them to stop
their worthless work and take care of their children and husbands instead of wasting their
time in nonsense especially that they are not getting in cash value for what they are
doing. Salwa said her dad always criticized her activism and told her that she and her
mother are just wasting their time and money on a lost cause. When you work on gender
issues in patriarchal and conservative religious system, it is like hell. Because the
propaganda machine is working nonstop to make every move and struggle against the
gains of the males in these community as a move against god and that all the ideas and
motives behind it is the devil’s work. All the women activists in this study had
experienced male chauvinist and ego in some way or another, and these experiences
impacted their work, strengthened their awareness and increased their consciousness.
Security was another challenge facing these activists in Cairo, even that they are
safer than being in Sudan. They still feel that the Egyptian security agencies are keeping a
close eye on them and that they cannot trust that if the Sudanese and Egyptian
governments reached a working agreement. The Egyptian government can arrest them
and deliver them to the Sudanese government. These feelings of being un secure create
an environment of an easiness and prevent them from freely reach their potentials and
does not help to heal the ones who are still suffering from the trauma they experienced in
133
Sudan. It is very risky for these activists especially if they had to work out relationships
with their sister organizations in Cairo.
The Impact of Community Involvement on Women Activist’s Lives
For the participants of this study being active meant being alive. It is very
impressing what and how they felt about their involvement with their communities. As
Asma’a eloquently described it “I feel rich inside” being involved helped them to grow
emotionally. They believe they are stronger, more mature, and stable people now.
Working with their communities brought them much satisfaction
The satisfaction and self fulfillment is invaluable. There is no material value you
can put on that. There is a spiritual fulfillment for ma as a human being. (Alawya)
Activism has shaped and is still shaping their consciousness. Angelina describes
this saying:
If the only thing in your life is yourself everyday, this put you in the poverty of
the spirit. When you work with people from different backgrounds and different
places you gain so much more than what you can ever give.
Activism comes to define them in a lot of ways, it affects everything once they
got involved in this kind of works and have seen problems first hand and have seen how
people try to address them. We have changed and this has and will have impact on how
we raised and will raise our children, the way we have relationships with men,
friendships and everything. It affects them deeply.
For these activists, their activism involvement as refugee women in Cairo has
helped them to develop new ways to do activism work and human services activities in a
country like Egypt where the disparities are alarming.
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Focus Group in Philarfplphia
A friend of this researcher who lives in Philadelphia arranged a meeting with the
group of Sudanese women activists who work with A1 Galiyah El Sudanya (Sudanese in
extle) as part of this study. The discussion would involve their describing what they are
doing with the Galiyah and the process they are using to do so. Two meetings occurred,
they chose the place, time, and invited the six participants.
This orgamzation started in 1980 with very few Sudanese and a loose structure,
completely informal. With the increasing number of Sudanese settling in Philadelphia, by
1995 they had the organization registered as a not-for-profit membership organization.
The structure composed of a steering committee that is elected by the general assembly
and, of committees that had four to five members who run the different activities through
the year until the coming elections. The members in each committee come up with their
program for the year and implement their action plan.
Some of the issues the focus group raised were, that the participation of the
Sudanese are very minimum, and that they are not actively contributing to the preparation
of the planned event. Some events bring more audience than other. There is always
tension between the different political factions depending on which political group has
more elected members in the steering committee and what allies are formed to support or
obstruct the events. Also they mentioned that the Sudanese community members are not
buying in to the activities as it is their events, but they would call the events with the
names of the political affiliations of the leading members. For example, they say this is
Nas Ahmed event (Nas= person in Sudanese).
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They were asked which issue was important for them to discuss and they chose
the buy in and participation issues as a key factors for their organizing efforts This
researcher facilitated the dialogue between them discussing why this was happening
Different questions were presented to help the group dig deeper to the roots of this lack of
interest from the larger community. For example, when asked who sets the action plans,
who picks the different events and activities for the year in progress, who decides when
and where these events should take place and so forth, the group concluded that they
were really the ones who decided every thing and asked community members to help
when they needed their help and that despite their good intentions the methods they are
using are very much doing it on behalf of the community. Because they were elected does
not mean they are the ones who know it all The focus group members recognized that
they were using the same mind set and frame as the Banking Systems Education Methods
with their community work and that it was easier and faster to do the work this way
instead of working to find ways to get the community members involved and committed
to the action plan.
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CHAPTER 6
FINDINGS, CONCLUSIONS, AND RECOMMENDATIONS
Findings
Sudanese Refugee Women Activist’s Educational Experiences
Formal education is the prime factor that got all these women involved. As
mentioned in Chapter Four the turning point for most of these women from just being
involved in helping their community to being actively aware of the political implications
of their involvement and the political significance of that involvement occurred in high
school or at the university. The participants in this study, aside from their formal
schooling years, had been trained for short periods oftime by the government, the NGO
community, and/or their political parties in how to conduct and recruit women to
participate in their services. Radical or not, all of these women were socialized and
educated in what Freire called “The Banking System” model of education and some of
them had acquired many training skills but could not adapt these skills to create an
environment for dialogue and to move the process toward development of awareness and
to raise consciousness. When these women came to exile they were active members in
helping to create the organizations reviewed below.
St. Fatima
St. Fatima began with four women who came to the church every Sunday to bring
their children to school. The four women would chat with each other while waiting for
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their children. They discovered that they needed each others company, emotional and
moral support, but they also felt that being with each other had gave them comfort and
decreased their feelings of isolation. As Alexsandra described it: The group was my home
away from home, they gave me the family 1 left home. The number of ladies coming for
the socialization had increased, the trusting climate encouraged the discussion to turn and
begin to cover different aspects of their lives and the need to do something about their
difficult living conditions in Cairo. The group found that they had different skills and
decided to organize and create a group within the church. They asked for permission to
use the space from the church and were granted its usage.
They formed a membership organization using the membership fees as start up
money to buy materials and began their production of hand crafts and dyed dresses. The
group believed that every single member had something to contribute to the organization
and that formal schooling was not the only way to gain experience and be of value. They
were convinced that women needed to understand that nobody was bom knowing who
they were going to be, and that as women there were so many reasons that prevented
them from reaching their potential and that they have knowledge and experience that they
can contribute to their organization.
The officers mentioned that we all work together and the distribution of
responsibilities is very important but this does not mean that we have more power than
the other members. The focus of St. Fatima was to generate income for the organization
and its members. They do not use this forum of having these women together to educate
them or working to create a dialogue to help increase their member’s consciousness, it
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was, to the contraty, the leadership of this group trying very hard to stay away from the
political connotations of being a refugee and being a woman
SAWA
The organization started by seven women activists; they knew each other before
coming to Cairo. In the beginning these women activists came together to discuss and
talk with each other about different women’s issues. They met every week at one of their
homes over tea. They started to invite more women from various backgrounds to their
informal meetings. Scholars and activists visiting Cairo were invited to share and
participate. This researcher attended one of these gatherings while visiting Cairo in 1993.
By 1996 the group felt it is about time to organize in a way that would enable
them to seek funds and grants to help raise the women’s social, legal, and health status in
exile. So they formed SAWA (meaning together in Sudanese). The main goal of the
organization besides helping women to develop skills which would enable them to earn
an income, was to promote the role of Sudanese women in development. Their vision was
to provide a pool of skilled cadres ofwomen to participate in the development of the new
Sudan.
The organization has a secretariat of four, a coordinator, a deputy, a treasurer, and
a networking coordinator. These four are responsible for the administration of the group.
They hold weekly organizational meetings, provide workshops, seminars, and discussion
groups on the existing laws and bylaws to raise the legal understanding and advocate
statuary changes to comply with the needs ofwomen. The president of SAWA stated that
it is very important for women NGO’s to not be afraid of stating that women’s rights are
violated and it is essential for these organizations not to handle women issues lightly as
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•hey do now. She argued that this organization is open to all women, no matter what
their backgrounds and political affiliations are, bu, at the same time she satd she was not
going to train the women on the Shariaah Laws (Islamic laws). I will train them on the
family laws and the violations these Shariaah laws are doing to them Despite the
orgamzation's statement about not being biased to any political ideology and the strong
Stand that the organization does no. wan, to enter in the women's choice, and that they
are working for them to understand wha, democracy, and human rights are and leaving
the women to make their own choices. It is obvious that the vision behind the
organization is a reflection of the leftist views of development of its founders as the
president ofSAWA had mentioned that what ideology you believe in would reflect on the
programs you adopt, but that doesn’t mean you need to be co-opted by any political
party.
The format used by SAWA is .ha, the organization decides and sets the criteria of
selection of what topics and services, and who could join or benefits from their services
In looking to all the organizations above, they all in some ways are working to develop
women skills and train the women to be able to have social, economical, and political
powers but they all lack the skills to facilitate the process to shift it from helping women
to improve their situation to working with women and talking with them instead of
talking at them. I am trying to see the intentional efforts even from the organizations
whose founders have the vision and the commitment to increase the women’s awareness
and consciousness to be able to speak for themselves and change their own destiny.
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What Programs Are There For Refugee Women?
In looking at what is there for refugee and immigrant women, the UNHCR
programs are the most obvious because it is the largest organization working with
refugees and displaced populations worldwide. This is not an attempt to analyze their
programs but just to briefly look at what types of programs they offer. With very few
exceptions, all the refugee women programs are under the category of relief and
emergency at first, then self-help/income generating activities for the long run.
In 1998 Interaction Commission on the advancement ofWomen (a coalition of
US private and voluntary organizations), had organized two seminars for representatives
of member agencies and donors. The purpose of these two seminars was to share
experiences and lessons learned in the field of refugee women. One of the two seminars
“Effective Gender Integration in Disaster and Refugee Assistance” discussed success and
challenges in the field working to integrate gender in programs under emergency
situations. The following are some examples of their field stories in gender integration
that confirm my assumptions that nothing radical is taking place and that the need to
introduce Popular Education to empower refugee women is highly needed.
Micro-credit program for displaced Bosnian women
Small business apprenticeship programs in Vietnam
Reintegrating demobilized female soldiers in Bosnian and Eritrea
Combining two sectors to meet women's needs, for example nutrition and
small- Business training
Identifying the socio-cultural context ofwomen's lives in relation to
HIV/AIDS
Developing gender indicators for different programmatic sectors
Adopting new recruiting strategies and outreach to women
Using a gender lens in initial stages of data collection in Angola
Including both male and female staff in field positions
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IrSiativ?
divisions of an organization in the development of a gender
Combining a reproductive health program with a mixed (male/female)
awareness group 7
Income generation program that taught Liberian female refugees to build
houses
Discussion groups with young male refugees in Mexico on women's roles
Scheduling segregated, alternative time ESL classes for women in Philippines
Providing non-formal education classes for refugee girls, focusing first on
education and then on reproductive health issues
Having women sell food as middle managers thereby serving the role of
equitable food distributors and as informal "peace keepers" in Somalia
Targeting both men and women in projects on sexual harassment and gender
violence (e.g. Tanzania) drawing parallels with domestic violence and
international violence
Focusing on families not just individuals
Using professional women staff in crisis situations including the diplomatic
corps (Morris, 1998, pp. 6-7)
The great work done by the international and national organizations to improve
the living situations and life qualities for refugee women such as UNHCR, Human Rights
organizations, the women’s organizations and women’s lobbyists has paid off somewhat
in improving the refugee women’s situation. The work of these organizations has made
progress towards having better situations, regulations and guidelines for working and
protecting refugee women, but there remains much work to be done towards the
empowerment of refugee women with both the staff and the refugee women. Work at the
policy level is needed to enforce all these guidelines and enable the National/Intemational
community to walk the talk.
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Conclusions and Recommendations
The many accounts oftensions of trying to put libratory pedagogy into practice
demonstrate the need to examine the assumptions of the classical texts of libratory
pedagogy and consider the various issues that have arisen.
From a feminist perspective, the pedagogy of the oppressed is striking in its use
of the male referent. The usage of universal statements and claims of truth and
oppression, the abstract practice of language such as humanization of the oppressed,
which does not address the particular implications and meanings infused by men and
women, Black and White, or other groups, or the locality (Stand Point) of the individuals
in the group. On the other hand, the point of departure must always be with men [sic] in
the here and now” which constitute the situation within which they are submerged, from
which they emerge, and in which they intervene. Only by starting from this situation,
with their perception of it, can they begin to move (Freire, as cited by Weiler, 1993, p.
76)
The assumption here again is that the oppressed are experiencing the same
oppression that assumes all of them are submerged in a common situation of oppression
not taking into account the differences mentioned above.
Consciousness-raising processes are based on assumption of this common
experience of oppression, through the dialogue between teacher and student or the
facilitator and the participants, based on their ability to know the world and to act as
subjects in this world. The assumption here is that both the student and teacher are both
on the same side and have the same power. The question of the authority and power of
the facilitator, and/or researcher/activist particularly those forms of power based on the
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facilitator position such as race, class, gender, ability, and so on is critical to the whole
process of dialogue, because the dynamic of this power is essential and would reflect on
the relationship between the facilitator and the participants.
The facilitator here is assumed to be on the participant’s side. S/he is supposed to
be transparent, which means a generic being. This in reality is not true, because the
participants see the facilitators as men or women with a particular race, class, age, ability
and so on, with a certain defined history and relationship to the world. Freire and Shor
(1987) acknowledge the authority of the facilitator, but argue that the teacher or the
facilitator must do so without becoming authoritarian.
The educator continues to be different from the students, but, and now for me this
is the central question, the difference between them, if the teacher is democratic,
if his or her political dream is liberating one, is that he or she cannot permit the
necessary difference between the teacher and the students to become antagonistic
(P 93).
Sudanese refugee women interviewed for this study were all trying to emphasize
this point by explaining that they were working with the women and not for them, that
these women were the focual point of the activity. These activists claim that they are
equal to the participants they are working with and that they became the lead because of
their privilege as being educated and aware of the situation ofwomen and the needs of
these refugee women. These activists insisted that they were all equal and have equal
voices and whatever structures they adopted to their organizations were to satisfy the
outsider donors and for the organizational requirement for the work to move smoothly.
None of these activists were able to admit their privileges and what comes with it from
power and authorities.
Saying that does not decrease the importance of having these organizations. The
mere fact of having these organizations in exsistence works as a buffer and a saftey net
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for Sudanese refugee women and for these activists. These organizations are providing a
space and a safe environment for refugee women to come together to chat, share their
experiences, and support each other. Calling into question the universal and abstract
claims of the pedagogy of the oppressed is certainly not to argue that it should be rejected
or discarded. The ethical stand of Freire in terms of praxis and his articulation of people’s
worth and ability to know the world and change it. He positioned himself and picked
which side of the fence he was standing on—he choose to be on the side of the oppressed
and in recent years he became aware of these concerns. These assumptions are based on
the commitment of activists who are working with the oppressed towards liberation. This
approach is a very powerful tool toward the liberation of oppressed women. It is a very
suitable for use with refugee women as well ifwe continue to be aware of these critiques.
The importance of using Popular Education and adopting its methodologies to
work with refugee women comes from the need of refugee women to name their
problems, analyze them and act to find solutions to these problems. Even if they do not
reach the stage to change their situations radically, going through the process, they learn
and get a different vision of the world. They might be empowered as individuals, to what
extent or level, and/or they might get involved in the struggle, that depends on their
positions. In the case of the Sudanese activists in this study and the Sudanese activists in
general the struggle to develop and create their own vision and brand of feminism is still
in the making and the discourse is not any where near a theory or theories that descibes
the trend of a Third World or an African feminist theory/thoeries.
For example the debate between what are Western/ White middle class women’s
feminist theories and what are Sudanese or Third World feminist theories? This is
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reflected in the different schools of thought that is behind the creation of different
women’s groups, gender studies, women studies centers and research that is eveolving at
the women’s universiy (A1 Ahfad, Isalmia University) and elsewhere in the capital city
Khartoum. Another is in the conflict that is keeping these women’s groups from coming
together and creating a greater movement and developing a larger umbrella with which to
help address the different issues Sudanese women are facing in the Sudan and outside in
exile especially between leftest groups and Islamic women groups due to the difference
in ideology which makes it very difficult to even consider these Islamist women as
feminist and activists despite the fact that they consider themselves activits and feminists
as do their leftest counterparts.
Activism means different things to different women. Words like need for services,
help, nurturing, obligation, responsibility and the need for change came across and
exemplify the meaning of activism in the participant’s statement. The meanings of
activism for some of the participants are highly politicized. They have a strong stand on
their activism due to the fact that they were politically involved in their country of origin
before coming to Cairo. Activism and political involvement are synonymous, and were
the main reason for them to be in exile. Others came with their families or were very
young to be active before coming to Cairo this has an impact on the reasons why they got
involved. The great needs of Sudanese refugees in Cairo in general and women in
specific for socio-economic services, the harsh living conditions, and these activists
ability as educated, privileged individuals all these factors have a lot to do with their
involvement in their community.
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After exploring these Sudanese activist’s educational experiences, different levels
of non-formal education, exercises and trails, theoretical potential and commitment for
participatory education and empowerment were found. The obvious hurdle was the how
to implement and understand these theories they believe in and cherish. Introducing
Popular Education for refugee women activists would be a step towards radical change
and real empowerment in their life situation and for the other refugee women who are
participating in these organizations. Even in the case of refugees at the camps or in any
other resettlement country introducing Popular Education will help to solve the every day
problems they are facing, while educating refugee women at the same time in a different
way that will develop their critical thinking and sharpen their awareness about the global
picture in relation to the context ofwhere they are right now. This writer’s assumption is
that if the refugee women have the chance to experience the process of Popular Education
and if the Sudanese refugee women activists were trained and able to use the different
methods and techniques of Popular Education the possibilities of radical and sustainable
change are there.
The equation stated earlier has validity after exploring the experiences of the
participants of this study and drawing from my own experience. All the participants of
this study were questioning why after all these years of activism the situations of
Sudanese women are not radically changed but they are losing what they had gained as a
result of a long struggle and that the new generation is not as involved as these activists
when they were the same age. This researcher believes:
Activism + Services = Improvement/ reform
Activism + Popular Education = Radical change
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Thus, the assumption must be if the refugee women have the opportunity to experience
the process of Popular Education and if the Sudanese refugee women activists were
trained and able to use the different methods and techniques of Popular Education the
possibility of radical and sustainable change is there.
One of this researcher’s observations about the Sudanese women activists is the
fact that these women activist’s leadership styles are tending towards collectiveness and
they are doing their best to ensure that other women’s voices are heard in both
organizations. The leadership at St. Fatima and Sawa mentioned that they brainstorm
with the participants on what they need to see happening. These women activists with the
exception of two, believe that special women’s organizations are needed to address and
focus on the Sudanese refugee women’s vast needs. They also understand that no matter
how progressive their organizations are, Sudanese women, and Sudanese refugees in
particular face overwhelming problems and issues that will not be solved just by being
part of a progressive party or organization and that specific attention needs to be given to
women’s needs specially under male dominant systems like the ones in Sudan and Egypt.
The focus group in Philadelphia that works under the Sudanese Alliance felt that
it was very important to create their own women’s organizations in order to be free to
address their own agendas and issues. Most of the programs provided for refugee women
are focused on solving the problems for the refugee women instead of helping them to
solve their own problems and getting the refugee women to fully participate and having
control over their lives. The emergency situation and crises were always the reasons why
organizations working with refugee women refused to consider developing and
implementing polices that enabled gender to be the core for the services they provide
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despite the fact that the majority of refugees are women and children. But as El Bushra
had argued in her paper presented in 1998 Interaction Commission on the Advancement
ofWomen (a coalition ofUS private and voluntary organizations): it is not just possible
to be gender aware, but it is essential to do that in order to empower refugee women. This
commission had organized two seminars for representatives ofmember agencies and
donors. The purpose of these two seminars was to share experiences, and lessons learned
in the field of refugee women. One of the two seminars “Effective Gender Integration in
Disaster and Refugee Assistance” discussed successes and challenges working to
integrate gender programs in the field under emergency situations (please see Morris,
1998, pp. 6-7 for examples). It became clear and confirmed this researcher’s assumptions
that nothing radical is taking place and that the need to introduce Popular Education to
empower refugee women is highly needed.
This research indicates that using Popular Education is not a luxury but a
necessity in order to critically change the situation of refugees, but it is also a powerful
tool in the hands of refugee women activists, it would help them work better with the
women they are trying to help. The reasons Popular Education is a powerful educational
pedagogy to use with all oppressed people but specifically with the refugee and
immigrant women is that Popular Education principles are very much in line with the
concept of the empowerment ofwomen. But also because one main factor in Popular
Education is the action orientation of its foundation. By taking actions the women
involved in the process take more control over their lives, but they also learn through the
process of doing and solving their own problems. Learning by doing is a key concept of
adult learning and Popular Education.
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One of Popular Education’s concepts is to start from where the learners are and to
use their experiences as the context of the learning sessions. When you start from where
the participants are in the process and depend on their life experiences, this would help
these women to come to a grips with what is happening and why it is happening to them
in relationship to others. This process would also help them to be an active part of the
production of this knowledge and a trustworthy source of its creation.
Popular Education’s main concept is believing in the participant’s abilities and
capacities as an agent of change in the process, and recognizes them as an active actor in
their life situations and that they are the main agents for this change. This concept is a
very strong tool in developing awareness and promoting change by the refugee and
immigrant women. It is very important that agencies and the staffs working with refugee
and immigrant women believe in this approach and be trained to design and facilitate
different activities that promote Popular Education principles. The action/reflection/
action cycle of Popular Education, or what is called praxis, is the key to the emancipation
process involved in Popular Education. This process as a strong tool to get the refugee
women and/or the participants in the learning activity to make sense of their involvement
and to reason why they need to keep active. If change and empowerment are to be
sustained and refugee women’s active role and participation continued even after the
current situation is over and they return to their countries or if they stay in their new
country, the appropriate approach is Popular Education. Coming from this stand,
women’s activism is a major concern, but is the only way to attain a radical sustainable
change.
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Most of the organizations, as described earlier, are doing many training activities
that are labeled non-formal education and adding Popular Education training would not
be very costly knowing that these activists are already putting the time, energy, effort,
and commitment to work with their communities.
The experience of being a refugee or immigrant and the changing role ofwomen
and men makes the environment ripe and ready for change. Because of this change of
role and the new responsibilities, refugee and immigrant women need new skills and new
tools with which to handle their new lives. They also need a new vision and approach to
their situations as this would help them keep their sanity. This argument became clear
through the interviews where all the participants mentioned that the new situation of exile
had opened new endeavors for them, even though it was hard to accept the new living
conditions. At this stage of refugee women’s lives, when they are ready for change, the
intervention ofnew forms of education such as Popular Education is the best way to
empower these women. This fact does not mean by any chance that the way is wide open
for change. There are so many challenges facing the organizations and the staffs who are
in the field trying to integrate gender into the programs they are dealing with and the
refugee women themselves.
When this research began it was with the hope that doing the interviews and
working with the focus groups might present the opportunity to develop some guidelines
and reflect on a model that would evolve from our experiences. Unfortunately, due to a
number of reasons such as time and money, it was very difficult to be able to stay and let
the process take its natural path. Unfortunately only two meetings of the focus group
using problem posing and the cycle of reflection/action/ reflection were held. This was
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not practical and did not produce enough information to generate any assumptions about
the validity of using Popular Education in refugee situations, but it has given the indicator
of the possibility of using this approach. One concern the participants in the focus group
voiced was that their inability to work freely under their current organization for the
political implications that colored their organization and the importance for them to have
their own women’s organization that would give them more freedom on what to tackle
and how.
Future plans include generating enough money to enable one or a number of these
organizations to experience and apply the principles of Popular Education in their work.
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APPENDIX A
REFUGEE AND ASYLUM SEEKERS WORLDWIDE, 1993 TO 2001
World Refugee Survey 2002Table 3
Refugees and Asylum Seekers Worldwide, 1993 to 2001
1993 *
m
fc
1
199s
1996
1997
1998
1
1999
2000
2001
k
16,300,000 people
16,300,000 people
15,300,000 people
14.500.000 people
13.600.000 people
13.500.000 people
14.100.000 people
14,500,000 peop
i4^oMoo]jepjle
These figures show the number of refugees and asylum seekers in need of protection at year's end.
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APPENDIX B
WORLD TOTAL
....14,921,000
World Relugee Survey 2002
WORLD TOTAL 14,921,000
THE AMERICAS AM) THE CARIBBEAN
ARGENTINA 3 tOO
BAHAMAS 100
BOLIVIA 400
BRAZIL 4 050
CANADA 70.000
CHILE sso
COLOMBIA ZOO
COSTARICA 10.600
Nicar mpj» 2 600
Coiomtwa 3 000
Cuba 1.100
D SaKartor 800
Oihrf 3. TOO
CUBA 1.000
DOMINICAN REPUBLIC 500
ECUADOR 4 300
Coiomtxa 4 100
Other ?00
EAST ASIA AND THE PACIFIC
GUATEMALA 700
Nicaragua
__
. SOO
Fl Safcrartnr 200
MEXICO 6 200
PANAMA
. i 500
Colombia 900
El Salvador 300
Nicaragua 200
Other 100
PERU 7 SO
UNITED STATES 492.500**
El Salvador 21 7 000’ *
Guairmala 129,000**
23.000**
OOw 123.500**
URUGUAY [ TOO
VENEZUELA 400
PARAGUAY
TOTAL 815,700
AUSTRALIA
.21.800
CAMBODIA 1.000
CHINA 345 000
Vw<nam Z9SOOO
North Korea 50,000
INDONESIA 81.300
T rnor 80 000
Other 1,300
JAPAN 6.400
MALAYSIA 57.500
Pmkppvrei 5 7 000
Other SOO
NAURU 800
NEW ZEALAND 2.700
PAPUA NEW GUINEA 5 400
kidoneva 5.200
^•q 200
PHILIPPINES ZOO
SOUTH KOREA 600
THAILAND 277,000
Burma 276,300
Other 700
VIETNAM
TOTAL 6,830,200
GAZA STRIP 852 600 ISRAEL 4.700 LEBANON 389,500
EthtOfM - . 3 SO
PUv-njnon,
. 383 000
— 4 200
Ahjh>r»Ujn
_ 2. 35 5i 000 ' Orhnr 3 SO
Sud»n . . . 1300
IRAQ TORDANPjieUjnom
.
1.64J.900
— - 1.639.700
3 600
SAUDI ARABIA 128,500
P jk*-a inorr, . 90 000
kaq __ . . - 5 100
Turkey
Olh*r 400
Alghamian
_
Orhev
- 200
200
KUWAIT 397.600
1**7 IS 000 Olhcv _.6 000
WEST BANK
... 607.800
PateVnom 607 800
YEMEN 69.500
Somalia 67.500
Ethropij 1 SOO
kaq 200
Paleuirwam ISO
Other 150
SOUTH AND CENTRAL ASIA TOTAL 2,702,800 v>
BANGLADESH 122.200
Other 100
China (Tibet) — .... uaooo
Bhul*n _
Bangtrdmh
AJghatinUn
Other
_.
. 12 500
- 12000
300
KAZAKHSTAN 19 SOO
Ruviun IwWurvi 12 000
Tapitiwvi
.
4 000
Algharvitan ? 300
Palr-amom 1.200
KYRGYZSTAN 9.700
TajJtivan 8 400
AJghanrvao 900
RlAturt I rrVram 400
NCPAL 131.000
Bhutan 111000
China (Tibet) 20000
PAKISTAN 2,018,000*
AjghJrntjn 2 000 000*
India 17X100
*
Other 1.000
TAJIKISTAN 4.600
IURKMENISTAN 14 000
T*)4mian 12.500
Alghjnnur* 900
Other 600
UZBEKISTAN 38 000
Tajfcntan 30 000
Atgharauan 8.000
This table includes two categories of uprooted people refugees who an* unwilling or unable to return to their home countries because
they fear persecution or armed conflict there ami who lack a durable solution, and asylum seekers who are awaiting a refugee status
determination I lost countries and the number of refugees anti asylum seekers present, arc printed in bold type, below each host country
is 3 breakdown that shows refugees’ and asylum seekers* countries of origin
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PRINCIPAL SOURCES OF THE WORLD’S REFUGEES AND INTERNALLY
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APPENDIX D
DETAIL MAP OF SEDAN
CIA - The World Faclbook 2002 - Sudan
http://www.cia gPv/cia /publicalionVractbook/geos/su html
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APPENDIX E
MAP OF AFRICA
USCR: Country Reports: Africa Index
https://wrww.rcfugces.org/world/countryrpt/africa/mainindex.htm
WORLDWIDE REFUGEE INFORMATION
COUNTRY CONDITIONS - AFRICA
The World Refugee Survey reports on conditions for refugees and
internally displaced persons in 120 countries. You may search for
information on any particular country by clicking on that country in the
map below.
Click on a Country
Or choose from our text menu.
Algeria
Angola
Benin
Botswana (2001 report)
Burkina Faso (2001 report)
Burundi
Cameroon
Central African Republic
i of 2 02/19/2003 12:13
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APPENDIX F
PRINCIPAL SOURCES OF REFUGEES
Principal Sources of Refugees
as of December 31, 2001
el Th,s ub.e show, the countries th* have produced the greatest nun,hers of refugees and asylum seeker, It I, derived
from Table 2 and from additional data on individuals granted asylum during the year and pending asylum claims a, years end
Generally. Table d does not include persons granted permanent status (or who. in USCR's view, are well on their way to
receiving such a status) in another country The figures in this list are rounded, and undoubtedly understate the total number
of refugees and asylum seekers from a given country
Afghanistan 4500,000*
Palestinians 4123,000*
Burma 450,000*
Angola 445.000
Sudan 550,000
Burundi 3/5.000
Con^o Kinshasa 355.000
Eritrea 305.000*
haq 300.000*
Somalia 300.000’
Vietnam 295.000
Croatia 271,000*
El Salvador 217,000**
Liberia 215,000’
Bosnia and Hercegovina. ... 210.000
Sierra Leone 185.000*
China (including Tibet) 151,000
Sr: Lanka 145.000
Guatemala 129.000**
Bhutan
. 126.000
’
Western Sahaia
... 110.000* k»
East Timor 80.00S «•
Rwanda 60.000*
Yugoslavia 60.000*
Philippines 57,000
Tajikistan 95,000*
Mauritania 50.000
North Korea 50,000*
Turkey 43.000
Chad 35,000
han 34.000*
Con^o Brazzaville 30.000
Haiti 25.000**
Colombia 23.000
Macedonia 23,000
Central African Republic 22.000
Georgia 21,000
Uganda 20,000
Russian Federation
India
Cambodia
...
.
Ethiopia
Algeria
Ghana
Nigeria
Pakistan
Senegal
Ukraine
Armenia 9.000
Indonesia
Guinea
• Estimates vary widety in number reported
** Include* asylum eases pending in the United
States; USCR approximates the number of
individuals represented per case.
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APPENDIX G
REFUGEES AND ASYLUM SEEKERS WORLDWIDE
(AS OF DECEMBER 31, 2001)
World Refugee Survey 2002Table 2
RgIu^ggs and Asylum SGGkcis Worldwide (as o{ December 31,2001)
Sfe
AFRICA TOTAL 3,002,000
80000 '
ANGOLA
Congo Kmhju
12.000
12000
Congo Krahju 1 000
BOTSWANA 4 000
Congo Ranhau 7) 000
CENTRAL AFRICAN
RFPUBLIC 49 000’
Congo Ranhau
CONGO-
Can^>K*n»»ana 80X00
Rwanda and Bunad
CrnnlRamr Re-put**
5 000
2000
CONGO KINSHASA
Angola
305.000’
_
IRQ 000 '
Cm*/ at Air lean Raput*c 20000
400
ARMENIA
-
ILmon FidvMion
- 11.000
11000
AUSTRIA 10.800
AZERBAIJAN
Rumac fedrraam
7,000
5 GOO
2100
BELGIUM 41.000
BOSNIA ft
HERCEGOVINA 33.700
RigrwUW 9.100
BULGARIA 7 900
COtE D'IVOIRE 103 OOO
100000
Wt» 1*0rm 2 000
Oiner 1 0D0
DABOU1I 22.000
5am*
— 70000
t iheyu 2 000
EGYP1
_. 7S.000
*
50000*
11000*
5am* 4 000
OlNr 3 000
ERITREA
_ 7 OOO
114.000*
— •0000
— 30 000-
irnrv*
GABON 70 OOO
Congo 17000
Ortwr 1000
GAMBIA 15.000
Swrra l eon» 10000
Swwgd 5000
GHANA
...
17 000
9 000
W.j Iran, 2 OCX)
Vgo 1000
GUINEA 190.000’
S-rrrj Iron. 100000’
Ifcfw 90 000
'
GUINEA BISSAU 7.000
5 6 000
Vri Iron, 1 000
CYPRUS 1.300
CZECH REPUBLIC 10,600
DENMARK 17.700
FINE AND 2.100
FRANCE . 17 400
GEORGIA 7 900
ftAwltdMMian 7 900
GERMANY 116,000
35 000 ’
Bow* and Krrtefjnu 74 000
Om** 5)000
GREECE
HUNGARY
IRELAND
ITALY
6 500
7 900
9.500
9 600
KENYA
Som* —
74 3 000
160 0C0
'
Sudan
_ 700CO
f ihani
Olhar 1000
LIBERIA 60.000'
Swrra laon,
_
60000'
LIBYA 33 000 '
MALAWI
... 6,000
MALI ....9.000
Otfw
_ 2000
MAURITANIA 25.000'
V*-urv n Sahara
_
75.000
'
MOZAMBIQUE
.... 5.000
Congo RjanHata
— 3 000
_ 1000
Rwanda . 1.000
NAMIBIA
. 31,000
Angola
_ 30000
Conga Klmhau_____ 1.000
NIGER
.... 1.000
NIGERIA
fhrf
7.000
_ 3000
Swrrj 1 aavew
1 itrrt u _ 1 000
RWANDA
Congo Rlrqhaa -
35 000
_ 33000
__
2000
SENEGAL
-
Uwtjna
43,000’
_
40000’
LITHUANIA 300
MACEDONIA
Rgoitaw (Roumo)
Bcnraa and Harragpar,
3 600
— 3 500
100
MOLDOVA 300
NETHERLANDS
NORWAY 13 700
POLAND 1.800
PORTUGAL 50
ROMANIA 700
RUSSIAN FEDERAI ION 28.700
_
14000
_
13.400
SLOVAK REPUBLIC 3,100
SLOVENIA . 2.700
Bovna ad llmrywaa _ - 7 400
300
SPAIN ... 1.300
SOUTH AFRICA 22.000
Congo Srwaea* 5 000
5«n* 5,000
Ang*a 4.000
SWAZILAND
_
1,000*
TANZANIA 498.000’
_ 150 000*
. 170000
Rwanda 25XXX)
Sam* 1000
TOGO 11,000
Goan, 10000
OtW 1.000
UGANDA 174,000
Sudan ISO000
Rwanda 11000
Som* 1X00
ZAMBIA
Cor^rvKaJuu _
Rwanda
270.000’
_
210000’
— 50000*
5 000
2.000
SWEDEN 18.500
SWITZERLAND 57.900
Argod* 17500
Tua* 1 500
TURKEY 12.600
-5.500
-5.450
Iraq 950
UKRAINE
-
6.000
Grory. (AtnAam) 2600
Alyunroan 1.600
Chn** 1.600
UNI I ED KINGDOM 69.800
YUGOSLAVIA 400.000
C<oatM 241000
Bmna and I Imryum 143 500
MaxM|*Ko«<>| 11X00
'
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